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ABSTRACT
A Study of Adolescent Perceptions of Schooling
in Two Urban High Schools
(May 1978)
Anne Sybil Flaxman, B.S., Temple University
M.Ed.
,
University of Massachusetts
Ed.D., University of Massachusetts
Directed by: Professor William C. Wolf, Jr.
Student perceptions of what happens in two urban high schools were
studied for several reasons: first, to ascertain how adolescents assess
learning opportunities offered; and second, to ascertain how these
learning opportunities meet needs expressed by adolescents. Informa-
tion sought from the students pertained to cognitive development, job
preparation, and socialization to the adult role. Ancillary informa-
tion was sought dealing with teachers and student aspirations in order
to support the main emphasis of the study.
Specific objectives focused upon: (1) Relationships between vari-
ables like grade, sex, race, and homogeneous grouping on the one hand
and students' attitudes toward schooling on the other; (2) Relationships
between responses of two different secondary school student samples--
one, an urban fringe high school with middle income family background,
college-oriented, and population which was almost all White (Uptown
High School); the other, inner-city with lower to lower-middle class
family background, trade-oriented, and population where the
majority of
its students were Black.
Three aspects of the study are unique: first, adolescents offered
all data which were analyzed; second, students were selected from two
high schools situated within a large city ; and third, empirical research
design methods were employed.
A questionnaire was developed and administered to the entire stu-
dent bodies of both schools through the English Departments. The sub-
jects were surveyed in one day during their scheduled English classes.
Data were analyzed from the completed questionnaires of 2531 students
at Uptown High School and 1378 at Downtown High School in the city of
Urbana located in the Northeast part of the United States. Information
from the questionnaire was coded on a program developed for the Cyber 70
Computer, SPSS software package. Mean scores, a confirmatory factor
analysis, and a Spearman rank order coefficient were utilized to analyze
relationships among the data.
The following statements about schooling based on student percep-
tions can be made:
1. Students indicated their respective schools, generally speak-
ing, were neither fulfilling expectations held nor meeting personal
needs.
2. The two schools were perceived by students as serving best in
the area of cognitive development.
3. Students at both schools expressed strong dissatisfaction
with
provisions made within each school for job preparation.
4. Socialization to the adult role yielded paradoxical information
ix
on the one hand, the highest percentage of students believed their
schools offered the least amount of help in this area; on the other,
students indicated the least amount of help was needed.
5. Downtown High's students expressed greater satisfaction with
their schooling and the need for less additional assistance than did
their peers at Uptown High.
6. The variable, homogeneous grouping, compartmentalized student
responses most starkly; that is, an inverse relationship between stu-
dent ability and student satisfaction with schooling emerged. Students
in the highest ability groupings demanded more from and were less
satisfied with schooling than their peers grouped in the lowest ability
groupings.
7. Out-of-school work-study experiences were perceived by "DE"
students at both schools as being most meaningful and beneficial. The
most academically talented students wanted job-related experiences as
part of their educational program.
8. Students perceived most teachers to be primarily concerned
with cognitive development.
9. Student responses from the two schools diverged
in response
to what was "most important" to their lives; Uptown
students aspired
to attain happiness and security; Downtown students
shared such aspira-
tions, but were concerned about standing up for
their rights as well as
attaining fame, power, and money as compared to
their opposites at
Uptown.
10. Student responses within schools were
consistently more
x
compatible than responses across schools, suggesting the power of socio-
economic influences upon attitude formation.
xi
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CHAPTER I
INTRODUCTION
Lo-*to the battle-ground of life,
Child, you have come, like a conquering shout,
Out of a struggle--into strife;
Out of darkness--into doubt.
Girt with the fragile armor of youth,
Child, you must ride into endless wars,
With the sword of protest, the buckler of truth.
And a banner of love to sweep the stars.
About you the world's despair will surge;
Into defeat you must plunge and grope--
Be to the faltering, an urge;
Be to the hopeless years, a hope!
Be to the darkened world, a flame;
Be to its unconcern a blow!
For out of its pain and tumult you came,
And into its tumult and pain you go . 1
-- Louis Untermeyer
Statement of the Problem
Throughout the existence of public schools, many voices have pre-
vailed as to the role or place students should have within schools.
Philip Jackson discusses how being obedient, conforming, and
silent are
the underlying rules for getting through the system. He contends
that
2
if students adhere to the school's restrictions, they can
survive.
Charles Silberman adds that most schools are grim and joyless places
2governed by oppressive and petty rules where teachers and administra-
tors display contempt for children. Edgar Friedenberg notes, further,
the lack of respect shown to students which effects the development of
4
their self-esteem and self-respect. All three of these educators
relate how students are given little or no opportunity to make choices
or decisions about curriculum or school goals pertaining to their own
lives.
To discover how students see and feel about their various school
experiences, the students, themselves, are the ones who should be
asked. The researcher views this as significant to forming the basis
for making decisions about the future of schools.
Various research efforts and studies have been conducted into
schooling in America, but very few speak directly to the students to
find out what is happening to youth in public schools today. Two of
the more recent studies, which have received national prominence
approach the problem from two totally different perspectives.
The first study is one conducted by the Children's Defense Fund
(CDF), in 1973-74, which dealt with affective considerations of chil-
dren who did not attend school. Much of CDF's information was derived
by speaking directly to students. They present data which showed
very
high percentages of high school aged youth who were disaffected,
dis-
enchanted, or disillusioned with school as they perceived it.
CDF
found that those disenfranchised youth left school because
of attitudes
of indifference, hostility, condescension, evasion of
responsibility,
and injustice that had been transferred to them from the formal
3organization of the school represented by administrators and teachers.
They found that schools were either unwilling to do the job ascribed
to them or unconcerned about students' needs.
5
The second study is the "Eighth Annual Poll of the Public's
Attitudes Toward the Public School --1976," conducted by George Gallup.
In his attempt to learn what the national public think about public
schools, he questioned only adults, aged eighteen and older, ignoring
the daily clients of that system--the students--whereas CDF was more
concerned with student input. When adults were asked how they thought
the quality of education could be improved, the response which ranked
number one was: "Devote more attention to teaching of basic skills,"
followed with almost identical percentages by, "Enforce stricter disci-
pline."
5
Unfortunately, of the twelve items listed from which the
respondents were to choose an answer, none of the choices had to do
with socialization skills or affective skill development which are
considered important to the author in her survey and which CDF ranks
as a priority in schooling.
Further, it should be noted that in a newspaper series, rating the
public schools, run in the city under study, in 1977, once again only
teachers and parents, e.g., adults, were questioned. No students were
asked his/her opinions about the particular school they attend or the
system, at large.
The author was originally influenced into pursuing a survey of
adolescents and their perceptions of schooling by two earlier
studies: A. B. Hollingshead's Elmtown's Youth and James S. Coleman's
4The Adolescent Society
. Although both studies are very specific in
their respective purposes, they recognized the need to question
adolescents about their views on school, teachers, and peers. They
sought to discover how adolescents perceived their own place or role in
school as compared to other students. They studied how and why students
select the various activities they do in which they participate. Fur-
ther, they wanted to learn each student's personal goals and aspira-
tions for the future. More precisely, the Hollingshead study surveyed
the students' total community, i.e., home, religion, social life,
whereas Coleman centered his work in the school while generally com-
menting upon the students socioeconomic background. Since these
studies deal with other generations of adolescents--Elmtown was visited
in 1941-42 and the ten high schools in The Adolescent Society were ques-
tioned in 1957-58--the author perceived a void and believed that a
study should be conducted with youth of the 1 970 ' s , particularly in an
urban area, where the majority of Americans now reside.
The concern for learning about what is going on in the school
abounds in various forms as has been noted in the studies cited above.
From theoretical presentations such as Charles Bidwell's "The School
as
a Formal Organization" to romantic epics recanting specific
true school
experiences as in James Herndon's The Way It Spozed To Be to
presenta-
tions of student ability testing as in a recent article
prepared by
A. Harnischfeger and D. Wiley depicting a decline in
achievement test
scores beginning in the mid-1960's, citing, among
others, the decrease
in verbal and math scores over the past decade
in the SAT (Scholastic
5Aptitude Test) --all present a different piece of the puzzle. All try
to explain, in their own way, the enigma of schooling and its effect
upon their clients--the students.
Upon review and reflection, it became clear to the author that no
study on school life could be considered complete without the informa-
tion that can be supplied directly from one of the best data sources
available--the recipients of the educational process. Coleman and
Hollingshead clearly saw this in times past and the CDF recognized
this need more recently. Educators like Silberman, Jackson, and
Friedenberg, among others, espouse student concerns in their writings,
while the so-called "romantics" like Herndon, Kozol
,
and Holt, present
case histories of a particular school and its students. However, more
than telling a story or presenting adult perceptions are necessary to
the total picture of schooling.
Because of the intense and widespread dissatisfaction with what
schools are doing and how students are reacting, from various domains
of the total community, it is imperative for in-depth studies to be
conducted to find out from the students, themselves, what is going on
in schools. It seems that any serious evaluation or introspection of
school life ought to talk to students and take into account their
attitudes and feelings about their school experiences. For it is by
analyzing student responses and reactions relative to the many facets
of the school experience, that honest changes can be made that would
meet students' expectations and aspirations.
6Purpose of the Study
The overarching purpose of the inquiry is to determine perceptions
of selected secondary-level students toward two aspects of schooling:
first, perceptions of what their school is doing or has done to help
them; and second, perceptions of what their school ought to be doing to
help them. Specific objectives focused upon:
1. Relationships between variables like grade, sex,
race, and homogeneous grouping on the one hand
and students' attitudes toward the two aspects
of schooling on the other;
2. Relationships between reponses of two starkly
different secondary school student samples--one,
predominantly middle class and college oriented,
and the other lower to lower middle class and
blue-collar in orientation--toward the two aspects
of schooling described.
A further purpose of the study is to learn about student attitudes
toward teachers; specifically, to find out how teachers are viewed in
their daily classroom performances by the students in relation to
teacher emphasis toward the more cognitive or affective schools of
thought in the educational process. Lastly, it is the intent of the
study to present those concerns which adolescents deem most
important
to their futures. It is premised that by viewing students'
aspirations
one can learn if the school is currently meeting student
goals and
7compare these aspirations with student views on what the school should
be offering to assist them in achieving their aims. By seeing what
motivates adolescents, one may be able to see if schools can be and
should be adjusted to meet these needs.
The two urban secondary schools selected for study reflect basic
socioeconomic differences. These schools were selected to ascertain
the effects of the above-mentioned variables upon student attitudes
toward schooling. Variables like student grade level, sex, race, and
economic status have been the focal points of numerous inquiries. It
is not the selection and treatment of variables which makes the present
study unique. Rather, it is the source of data utilized to analyze
relationships between these variables and perceptions of school which
is unique for the 1970's.
These data are used to test the researcher's beliefs about the
following:
1. Effects of socioeconomic characteristics upon
individuals' perceptions of schooling;
2. Effects of grade level upon individuals' percep-
tions of schooling;
3. Effects of sex upon individuals' perceptions of
school ing;
4. Effects of race upon individuals' perceptions of
schooling;
5. Effects of homogeneous grouping upon individuals'
perceptions of schooling;
86. Effects of school personnel upon individuals'
perceptions of schooling;
7. Effects of student aspirations upon individuals'
perceptions of schooling.
Analyses of student responses, in relation to these variables, ought
to yield definitive insight into factors apt to influence their percep-
tions of the two aspects of schooling selected for study.
Significance of the Study
The study is important in that it sets forth data pertaining to
whether two high schools are doing what students feel they should be
doing. It is significant to be able to view school as its learners do
in order to know what is right with it and what is wrong with it. It
is necessary to know who the school is right for or wrong for, as it
is presently designed, in terms of the school's and students' goals
and objectives. The inquiry looks at such variables as socioeconomic
factors, grade, sex, race, and homogeneous grouping in order to deter-
mine who profits from the school as it currently operates.
While the major portion of the study looks at how students see the
school in three major areas: (1) cognitive skill development; (2) job
preparation; and (3) socialization to the adult role with affective
skill development as part of the growth process, its emphasis is on
socialization considerations. The author views this an important area
for analysis as it shows how students feel about these concerns being
part of the school curricul um--an issue that has many educators
divided
9as to its place in the classroom.
Another item for consideration is that the study is undertaken in
two large comprehensive high schools consisting of students from dif-
ferent socioeconomic backgrounds, thereby permitting analyses of varied
students' perceptions from diverse environmental conditions.
Additionally, the survey produced data from high schools located
in a large Northeastern urban area. Since most of today's problems and
issues originate from these areas, it seems significant to examine
urban high schools and student bodies. It may be a first step to offer-
ing an answer to what schools might be able to do to help the adoles-
cents of the 1 970 ' s
.
The inquiry emphasizes a concern for student opinions and priori-
ties as a necessary component for viewing the school as it operates and
as a barometer for implementing change. The data obtained can serve
as one means of informing administrators and teachers about student
perceptions of their high school learning experiences. If educators
are serious about making changes in traditional public school systems,
it is imperative that they know how students see their school experi-
ence. It is hoped that such people in authority listen to what stu-
dents have to say, and then, using the data as a basis, effect changes
that may meet student needs and goals.
This is the first step— to speak to students— for our present
school system has b6en developed without student input and the study
enables educators to understand what students expect from high school.
In addition, they will be able to discover students' objectives and
10
aspirations and how students see the school helping them in those
efforts. Educators will find out how school could help adolescents--
from an adolescent perspective--a view rarely considered by the school
hierarchy.
Delimitations of the Study
The study is not intended to survey all participants in the school
community; therefore, teachers, administrators, and support staff are
not questioned. Only one data source--the responses of students--has
been utilized, which does not preclude the significance of the views
that may be held by other members of the school community; for the con-
cern is to learn about student perceptions of their high school experi-
ences. Student viewpoints are infrequently sought, yet are crucial,
if a comprehensive picture of the school is to be developed.
A wide cross-section of schools located in the city in which the
survey is conducted is not included in the study. Of the twenty com-
prehensive high schools located there, the author has chosen to ques-
tion students drawn from two of them. These two schools together
enroll a total of approximately 7,000 students in grades ten
through
twelve. However, the numbers on roll do not accurately
reflect atten-
dance patterns, particularly at the inner-city school
where absentee
rates are viewed as being considerable. (Average
monthly attendance is
recorded at approximately 65*.) Because of the unusually
high number
of students absent from this school daily,
a sizable percentage of
students could not be surveyed. Of those in
attendance, only a small
11
percentage did not respond. (See Chapter III for complete breakdown
and explanation.)
The two schools have been selected because they are composed of
students of different socioeconomic backgrounds, which are representa-
tive of the total student population in the city's public schools.
The writer does not purport to claim that all students who attend high
school in this city will view their school experience in the same
manner as the students in the study. By concentrating on two full
student bodies, an accurate portrayal of what goes on in these schools
should be realized. While these two schools are representative of
divergent demographic data, other school populations also share many
of these same characteristics. The study, therefore, provides a basis
for undertaking further inquiry into other schools.
Student attitude could have been a factor toward participating
in the survey. However, analysis showed that negative attitudes
toward participation rarely occurred as evidenced by the completed
forms submitted by the students. (See Chapter III for complete break-
down.)
In order to obtain all information in one day from each school,
the researcher could not personally administer the survey. Instead,
the questionnaire was administered by the teachers who comprise the
English Department to all of their students in each of their classes.
This system for gathering data places a great deal of control in the
hands of the individual teachers and allows them the opportunity to
transmit their feelings about the questionnaire as well as their
12
authority to the students. Because of the situation, student attitudes
could be affected either in a positive or negative sense, based on
teacher presentation, whim, and demeanor.
Meaning of Terms
Comprehensive High School
James Conant defines a comprehensive high school by listing three
functions. "These are: first, to provide a general education for all
the future citizens; second, to provide good elective programs for
those who wish to use their acquired skills immediately after gradua-
tion; third, to provide satisfactory programs for those whose voca-
tions will depend on their subsequent education in a college or uni-
.
,
„8
versity."
Cognitive Skill Development
"The learning that takes place more in terms of knowledge,
insight, and perception with understanding and comprehension. It is a
9
result ... of ideas and thinking. ..." The researcher refers to
the assimilation of knowledge through the academic and basic skills
traditionally designated for schools to impart to their clients.
Job Preparation
I
This term refers to the areas of career awareness and exploration
which involves giving students the opportunity to appreciate, under-
stand, and investigate the variety of types of careers .
10
The
researcher refers to the entire process whereby a student becomes
13
familiar with the world of work relative to knowledge about jobs as
well as the acquisition of skills necessary for knowing how to find a
job and the process required to secure it.
Socialization to the Adult Role
Socialization is defined as "the process by which a child learns
to behave like other people in his culture. A process of the indoctri-
nation of children in the socially approved behavior, tradition, and
values within a society or culture."
11
Havighurst outlines the major
tasks which adolescents must master during their transition to adult-
hood. "These include achieving new and more mature relations with age
mates of both sexes, identifying and achieving a masculine or feminine
role, accepting one's body, achieving emotional independence from
parents and other adults, selecting and preparing for an occupation
and eventual economic independence, desiring and achieving socially
responsible behavior, acquiring an internal ethical system to serve as
a guide to acceptable behavior, and preparing for marriage and family
life."
12
Affective Development
Affectivity refers to an individual's ability to respond and react
1 3
by virtue of emotion and feeling. The researcher sees this area as a
subdivision of the socialization process for affective skills and
includes one's attitudes, behavior, values, and personal development-
al! of which are part of the all-encompassing definition given by
Havighurst.
14
The last two terms present a distinction between sociological and
psychological orientation. The intent of the difference is that
"socialization to the adult role" is concerned with sociological
aspects of one's role in society, while "affective development" is con-
cerned with psychological aspects of intrapersonal development.
Homogeneous Grouping
This term refers to the system implemented by school systems or
individual schools to group together students who have similar academic
achievement records for the purpose of having instruction proceed at the
same rate and on the same ability level. In high school, this grouping
is normally done by subject area. These grouping divisions usually are
determined through the use of students' IQ scores, other standardized
test scores, and previous report card grades. The ability level con-
tinuum generally ranges from some determination called slow to some
determination called rapid. Another word for homogeneous grouping to
be used interchangeably throughout the study is "track."
Organization of the Study
The study consists of six chapters. Chapter I presents an intro-
duction to the study consisting of the statement of the problem, the
purpose of the study, delimitations, the significance of the work, and
the definition of terminology used in the body of the paper. Chap-
ter II reviews the relevant literature and provides the theoretical
base for the study. Chapter III describes the design of the research
15
project, the process of instrument development, and the methodology
involved in the collection and analysis of the data. Chapter IV
reports the data. Chapter V analyzes and discusses the data. Chap-
ter VI presents a summary and conclusion of the study and indicates
implications for future study.
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CHAPTER II
REVIEW OF THE LITERATURE
The purpose for the review of the literature is twofold: (1) to
provide a context for the study of student attitudes about his/her
secondary school experiences, and (2) to develop a rationale for the
questionnaire which gathers data for the study. A wide variety of
research relating to secondary schools is reviewed in three sections,
each concentrating on a particular critique of schooling. These cri-
tiques are:
The Cognitive Critique
The Humanistic Critique
The Careers Critique
Section four of the chapter summarizes the issues of the three major
critiques and develops the framework for Chapter III.
The Cognitive Critique spans the late 1950's to the mid-1960's and
concentrates on the response of intellectuals and educators to the
Russian launching of Sputnik in 1957. The Humanistic Critique spans
from the mid-1960's to the early 1970's and develops the analyses of
liberal educators who view the schools as inhuman institutions. The
Careers Critique focuses on the 1 970 ' s and corresponds to a perceived
cultural need for job related skills and preparation for adult-
hood.
17
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The Cognitive Critique
The Cognitive Critique came immediately after the Sputnik launch-
ing and criticized schools for their lack of cognitive development.
The writings around this theme may be divided into the theoretical
studies of Conant and Bruner and the empirical investigations of
Hoi 1 ingshead, Gordon, and Coleman.
Theoretical Studies
In 1959, James Conant published, The American High School
-
-a first
report to interested citizens--intended to look at the comprehensive
high school. This report filled a void as it was the first one to be
published in many years; and following closely the launching of Sputnik,
it drew considerable attention and commentary. It was to start many
changes in school districts across America. This peculiar institution,
called the comprehensive high school, had no counterpart in any other
country. It was expected to provide an education for all youth living
in a particular area, and it developed out of the American ideal of
equality of opportunity and status.^ Conant defined the three main
objectives of a comprehensive high school as follows: "First, to pro-
vide a general education for all the future citizens; second, to pro-
vide good elective programs for those who wish to use their acquired
skills immediately on graduation; third, to provide satisfactory pro-
grams for those whose vocations will depend on their subsequent educa-
tion in a college or university." Conant evaluated schools in 26
states with a precise check list to determine performance. Most
of
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his assessment was concerned with academic programs, particularly with
instruction in math, science, and foreign language. He was most inter-
ested in programs available for the academically talented. He
believed that academic studies did not cover a wide enough range and
that this deficiency could be corrected by requiring more time spent on
3
subjects. Conant was fully supportive of vocational programs as his
evaluation found "non-academic elective programs to be composed of
meaningful sequences of courses leading to the development of market-
able skills. . . ." However, these students still spent half their
4
time in academic endeavors. His evaluation called for eliminating the
small high school as he believed that the academically talented student
could not get the benefits of advanced work in science and math if
there were not enough students to warrant maintaining courses in these
areas. He also believed the non-academic program would suffer as small
schools would not be able to afford the equipment and salaries of
5
specialized vocational instructors. Conant' s concern for the need of
academics as the main part of one's life spread into the community as
well. He believed that community attitudes emphasizing sports and bands
could affect the decisions of school boards and administrators in terms
of money and time. His belief was that these activities consumed too
much of the student's time and strongly held that community activities
interfered with time that should be spent on home study .
6
Conant 's overall recommendations for the high school stressed
development of the cognitive domain, especially for the academically
talented. He advocated a separation for the "very slow reader" as well
20
as the creation of a program in the vocational vein. He recommended
the institution of ability grouping, subject by subject, suggesting
three types of classes: "more able, average, and very slow readers to
be handled by special teachers."^
Once Conant had laid the cornerstone for the advocacy of academic
achievement and rigor, a groundswell surged, particularly in the aca-
demic world of higher education. Rarely participating in concerns of
public elementary or secondary education, many scholars and scientists
now believed they were needed to show high schools what and how to
teach. Jerome Bruner reflected upon a conference held in 1957 of
experts in academic fields of endeavor in their effort to help public
secondary education. In The Process of Education , Bruner reported of
the renewal in the concern for the quality and intellectual aims of
education along with the notion that education would "serve as a means
g
of training well-balanced citizens for a democracy." Bruner noted the
high level of participation engaged in by university scholars and
scientists in an attempt to develop curricula so that subject matter
could be presented effectively relative to the structure of an area;
i.e., students ought to get a sense of the fundamental ideas of a disci-
pline and learn how things are related. In defining what had gone awry
with public education, they believed that they, as "experts" in their
respective scientific fields, were needed to show public school educa-
tors what to teach.
This group saw the objective of education as helping each student
achieve his/her optimum intellectual development. If all students
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are helped to the full utilization of their intellectual powers, we
will have a better chance of surviving as a democracy in an age of
enormous technological and social complexity." While noting the
necessity for additional academic achievement, they concurred further
with Conant by claiming that the most neglected group in public schools
are the top quarter of every school from which they said intellectual
leadership for the next generation would come . 11 This report presents
four themes around which these scholars said education could be
improved. All were concerned with the advancement of intellectual
skills. First was the role of structure in learning, how it should be
made central to teaching as a minimal requirement for using knowledge.
Second was the readiness for learning. Bruner said the foundation of
any subject may be taught to anybody at any age in some form. Third
was the nature of intuition, viewed as the intellectual technique of
arriving at seemingly believable but tentative formulations without
using an analytic process. Fourth was the desire to learn and how it
could be stimulated. The importance was to develop in the child an
interest in what he/she is learning, including an appropriate set of
1
2
attitudes and values about intellectual activities, in general.
Over the next few years, scholars continued to formulate special
committees, i.e., the Physical Science Study Committee, in order to
prepare curricula, textbooks, etc., all the while strongly advocating
academic achievement as the main developmental skill to be taught by
public secondary schools. As change agents in the realm of public
education, they were not wholly successful and while the Sixties began
22
to bring two differing pedagogies face to face, Conant presented his
second report to interested citizens in The Comprehensive High School
in 1967. Using a questionnaire format, Conant contacted 2,000 compre-
hensive high schools of medium size in all fifty states and in sum
declared that "the situation regarding academic studies in a great many
schools is better than it was ten years ago." He further contended that
an excellent comprehensive high school needed at least 750 students and
13
sufficient funds. It is important to reiterate Conant's strong
belief in the comprehensive high school as it "endeavors to provide a
general education for all future citizens on the basis of a common
democratic understanding; and it seeks to provide in its elective offer-
ings excellent instruction in academic fields and rewarding first-
14
class vocational education." Further, because of its heterogeneity
in the study body, students from different backgrounds learned how to
get along with one another.^ Once again, Conant listed what he per-
ceived as the minimum criteria for a comprehensive high school—all
concerned with academic instruction. He advocated the teaching of cal-
culus, a foreign language for four years, and in each year, students
would study English, math, science, a foreign language, social studies,
physical education, art or music. Also the high school was to provide
one or more advanced placement courses.
16
He still favored vocational
training in the comprehensive high school, rather than a
separate
entity in order to further the relationship between the
"future pro-
fessional man and future craftsman."
17
In sum, after ten years of the
disturbing, disrupting happenings of the Sixties, Conant did
not waiver
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from his original list of recommendations made in 1957 advocating
academic considerations and intellectual rigor. He emphasized the need
for opportunities to be made available to those going on to college and
professional schools. 18
The attitude of this time period represented by Conant and Bruner
as leaders of the academic "elite" portray a mentality that perceived
the development of man/woman and the furtherance of this society in
relation to intellectual achievement only. Although Conant made
reference to using homeroom periods to promote social interaction, he
really did not consider the interaction as a means for furthering
affective or personal considerations. While Conant's studies offered
a view of schools through the use of a questionnaire to school offi-
cials, Bruner represented a theoretical base without any direct contact
with public school personnel at all. However, neither of these men and
their respective followers ever talked to students about how they per-
ceived the curriculum they had been receiving or what the students felt
was important to meet their own individual goals. Instead, they viewed
students as being the recipients of intellectual pursuits for further-
ing their developmental process.
Empirical Studies
Three important studies were conducted using students as the main
data base and offered a different perspective from the theoretical one.
First, a sociological study was conducted in the 1940's by Hollingshead
and published as Elmtown's Youth . Second, the social system of Wabash
High School was examined and described by Gordon in 1949-50. These
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studies are pre-Sputnik and offer a view not considered by the aca-
demicians writing in the late 1950's to early 1960's. Finally,
Coleman ' s Adolescent Society, a look at students in ten high schools
during 1957-58, offered a view of students' concerns while Sputnik was
circling the world. The author chose to look at these three studies
since they present a student perspective, a necessary component to
speak with, if one is to fully understand schooling. The studies
reflect the opinions and concerns of what school is supposed to be
doing and contrasts that with what school is actually doing.
Elmtown's Youth
. Hoi 1 ingshead
' s Elmtown's Youth is the earliest
and most comprehensive of the three studies noted because it goes
beyond the school's social system and examines the whole question of
what it is like to be an adolescent in a small town in the 1 940 ' s . In
1941-42, A. B. Holl ingshead undertook a research study to analyze the
manner in which the social system of a midwestern community organized
and controlled the social behavior of the high school adolescents who
. . . 19
were raised in it. His study demonstrated that there was a relation-
ship between social class position of the adolescents' families and the
various kinds of social participation that took place in the high
school
.
Data were collected from three sources--adolescents, their parents,
and persons outside the family group, i.e., teachers, employers, etc.--
"just plain Elmtowners." Adolescents were the principle source of
information about his/her activities, thoughts, attitudes, and social
relations.
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Hoi 1 ingshead studied a group of 735 adolescents, belonging to 535
families (aged 13-19) with the concentration falling between the ages
of 14-17, almost equally divided between male and female. 20 He then
stratified this population into five classes from the wealthy with
family lineage through professionals, salaried employees, skilled
laborers, and unskilled unlaborers. 21
Hoi 1 ingshead found that the Board of Education had complete
authority over the schools. Their concerns were with the political,
economic, social and educational interests of their upper classes,
rather than the other approximate four-fifths of the populations. 22
The Board's philosophy clearly determined who they felt would profit
from a high school education and who would not. Not one member of the
Board believed that it was the responsibility of the community to pro-
vide educational facilities for all high school youth. This translated
to mean that the children of the three highest classes should go to
school while those in the lower classes who could behave properly would
be acceptable. Adolescents in the lowest class were not considered to
23
have enough ability to benefit from a high school education.
Upon viewing the adolescents, Holl ingshead found a group in limbo
with no guidance from their community to help them in their transition
period. The results of Hoi 1 ingshead' s inquiry found that the major
intent of Elmtown's school system as well as the community was to insu-
late adolescents from the adult world by segregating them into their
own special institutions so they would be "spared the shock of learning
24
the contradictions of the culture."
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While school policy, as embodied by the School Board, supported
the class structure officially, inside the school the curriculum and
teachers also reinforced attitudes favoring the upper class students.
Only three courses of study were offered: college preparatory, general,
and commercial, with the upper class students heavily enrolled in the
college preparatory program and the lower classes enrolled over-
whelmingly in the general courses. 25 The entire high school curricu-
lum was designed for the students planning to enter college, with no
regard for students who viewed the high school diploma as their termi-
nal degree. Based on the fact that one-third of Elmtown's youth never
even entered the high school, and of those who started, less than one-
half finished, this curriculum further reflected the favored status
position of the upper class students.
Hoi 1 ingshead 1 s interviews with the teachers revealed those atti-
tudes expressed by the School Board as well as behavior of the "self-
fulfilling prophecy." The teachers, when questioned, said they believed
that the college prep students had more ability, were more interested,
and did better work than those in the general courses and that they
naturally preferred to teach the former group. They regarded students
who were in the general course as "persons who have nothing better to
do with their time, are mediocre in ability, lack motivation and inter-
est." With this attitude from the professional staff, it was not
surprising to find a direct correlation between grade averages and
subject failures and social class position--the higher the class, the
28
higher the grades; the lower the class, the lower the grades.
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Hoi 1 ingshead also made some observations about the small informal
groups of Elmtown which he called "cliques." Cliques were prevalent
and significant to the adolescents in Elmtown for it was this informal
group that gave each individual a sense of belonging and support during
adolescence. The adolescent gained a sense of power and security
through the group to make collaborative decisions which by him/herself,
he/she might not have made. The vast majority of clique ties were
associated with the adolescent's prestige position. Students used
cliques to categorize individuals and cliques and the guidelines they
used for assessment really dealt with the issue of esteem. Students
considered careful grooming, proper language, and character traits such
as honesty as being desirable qualities. Participation in athletics
rated very high among boys and girls. (Coleman's study bears this
out twenty years later.) Extracurricular activities were given priori-
tized ratings. (Gordon's study deals with this issue more com-
pletely.)
Hoi 1 ingshead discovered that the children in this community became
aware of the way they were regarded by their peers, teachers, and com-
munity, by the time they were in the upper elementary grades. From
that point, this differentiated attitude between the classes became
more intensified and as they reached adolescents, they had strong
motives for wanting to escape from school. When Hollingshead asked
the youth from the lower classes why they had quit school, he received
a great number of responses which he divided into the following three
categories: (1) economic need; (2) peer isolation and discrimination;
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and (3) mistreatment by teachers. 32
An overview of the Hollingshead study revealed a school that was
unwilling to adjust to the needs of some of its students while employ-
ing a double-standard in relation to its various classes of students.
Examples of unfair and unequal treatment from school officials towards
certain types of students made it -very difficult for some students to
view school as a helping, humane place designed to assist students
toward a decent morality. One main conclusion from this study is that
the high school was primarily meeting the needs of the students from
the middle class who had entered the school already indoctrinated with
the values of the school learned from their family and community. The
administration and teacher, by their goal definitions, attitudinal and
behavioral patterns, had already pre-determined the successes and
failures of its student body. In fact, members of the school hierarchy
did not feel it was their responsibility to educate all youth, only
selected ones.
The study showed how the adult populations of Elmtown intentionally
chose to isolate adolescents from learning about or participating in the
outside world as an attempt to keep them innocent.
Hollingshead looked at the adolescent peer structure to see if it
filled the void left by the formal structure in meeting students' needs.
He found the "cliques" in the school did little to help those students
who were failing in the formal structure since these groups were aligned
according to their family's social position in the community and few
students were able to cross the lines of the class structure. The
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"elites" knew how to manipulate their teachers since they knew how to
operate within the system to their advantage.
The separation by ability grouping found in the school was similar
to a position advocated by Conant since ability grouping isolates the
so-called brighter students from the others in the school and offers
them the academic skills necessary for college placement. While Conant
stressed the egalitarian nature of the comprehensive high school,
Hollinqshead has shown the opposite to be true . For, he proves that
academic placement is pre-determined by family position. This is an
issue with which Conant did not deal. Conant also failed to address
the issue of teacher attitude, which Hollingshead demonstrated to be
another primary determiner of student achievement in school.
While, according to Conant and other writers of this era, schools
were to educate and improve cognitive abilities in all students, the
study showed that in Elmtown the school helped the students of the
higher classes in order to maintain their "elite" position and did not
feel obligated to educate the entire student population. The school,
therefore, instead of equalizing opportunity reinforced the class
divisions evident in the society at large and prevented social mobility
by maintaining the status quo.
Wabash High School . The second study to be considered is that
considered by C. Wayne Gordon in 1949-50 at Wabash High School, located
in a suburban Midwestern community. Gordon investigated the social
relationships among the 576 students. He defined the socioeconomic
status of the families by occupation denoting the majority as "middle"
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income. On the basis of occupation, home ownership, and colleqe
attendance, the Wabash school community was perceived to have families
of stable but moderate economic means. Ethnically, the population was
native White with 96% of parents being native born. Religiously, the
population was three-quarters Protestant and one-quarter Catholic. 33
Whereas the Hollingshead study examined the entire social system and
thereby analyzed the school's social system, Gordon's study was pri-
marily concerned with looking into the school's internal structure and
what happened to students within the school's social system. He
studied the effects of the formal and informal structure upon the
students.
In order to study student status in the school's social system,
Gordon divided the school organization into three areas of student
activity: (1) academic achievement (the formal organization of the
school); (2) extracurricular participation (formal student groups); and
(3) peer friendships (informal groups). He examined the formal organi-
zation of the school in relation to grades and teacher expectations,
attitudes, and reactions toward students. Grades were supposed to rate
the acquisition of skills and knowledge learned; instead, he found they
included the teachers' sense of morally approved standards of behavior
as an attempt to control their classrooms. He further discovered con-
flict situations between students and teachers over the goals selected
by the teachers which were not compatible with those established by the
adolescent groups. In order to counterbalance these tactics, students
used the affective supports offered by their informal group. Students
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who remained in high school learned how to adapt to the system which
was reflected in the way adolescents learned to manipulate teachers to
insure adequate grades. While some teachers learned how to use the
informal system to keep control in their classes, students recognized
how to use the extracurriculum programs, sponsored by teachers, to gain
"favored student status," thereby assuring themselves higher grades.
While examining the formal structure of the school, Gordon found
two aspects that collaborated with those reported by Hoi 1 ingshead. One
was the similar bias in the grading system and the assigning of rewards
and punishments by teachers according to social prestige status. The
other dealt with the teachers' use of esteem and affective responses
for the various categories of students. There appeared to be a direct
correlation between the 25% dropout rate and the "least esteemed and
disesteemed student." This group was the adolescents whom the teachers
treated most inequitably as well as being the ones who conformed the
34least to the structure of the school.
The second part, the formal student organization, was the extra-
curricular activities program designed by the school hierarchy in an
attempt to dilute the discord between the formal school structure and
student needs. Fifty independent groups functioned within the school
structure which served as the means through which students defined
higher social status. Each of these organizations served a different
function, although most groups were the extension of some explicit
objective of the formal school organization. The groups represented
the student-organized counterpart of some aspects of a curriculum
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course offering. Most of these groups were faculty determined, but in
some instances they represented student input since the student council
had power to charter new organizations. This gave students a great
deal of freedom in controlling the activities and attempted to bridge
the gap between the formal and informal aspects of the school organiza-
36
tion. While each club or group served a specific developmental or
social function, i.e., getting males and females together in a social
environment, the overall function of all these organizations served
was to provide members a means for defining their social status within
37
the informal system of the school.
Gordon rank-ordered these groups according to the prestige rank
awarded them by the students and found that the title of "Big Wheel"
was conferred on the highest student in prestige in both sexes.
Athletics was the dominant determiner of status, combined with con-
formity to peer norms relative to in-school behavior, dating, dress,
38
and recreation. Status among the girls centered on the position of
Queen of the Yearbook (achieved in one's senior year) which symbolized
a coalition of dress, school service, open personality, leadership
39
ability, and Puritan morality.
The informal organization or friendship group was a system com-
posed of the network of interpersonal relations and was the third part
of the social system of the school. This was a personalized system
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significantly motivated by affective concerns. The qualities stu-
dents generally looked for in defining their status positions were
personality and athletic prowess. Although the occupation of one's
33
parent was no guarantee of some of the valued personal attributes that
prestige groups looked for, there tended to be certain cultural advan-
tages that went along with higher-type occupations that were learned
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at home. (Hollingshead detailed this point at great length.)
Cliques performed an important function since they served to inte-
grate the informal system and maintain the conditions for operating the
formal organization of the school in several ways, such as: (1) They
defined the individual's status in the prestige system; (2) They
offered cooperation and common ground for discussing and sharing such
things as dates, gossip, homework assignments, etc.; (3) They supplied
the individual with a feeling of competency in the academic domain for
they reduced the anxieties the grading system offered while offering
protection and security; and (4) They established the criteria for
approved behavior and operated the "rules of the game" by demanding
conformity of both clique and non-clique members to their approved
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standards. The most recurring theme was the importance of the group
for providing an adequate self-concept in the competitive situation of
the school
Gordon's study is important because it clarifies how students con-
tended with the formal organization of the school and the academic
pressures with which they were forced to cope daily. The study high-
lighted how adolescents dealt with their maturation process, affective
considerations, and relationship needs. None of this was dealt with
in the formal structure of the school. Even academic support emerged
from friendship groups.
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Gordon confirmed some of Holl ingshead's findings particularly in
regards to one's social class (one's family position in society) and
the effect this had on one's position in the school hierarchy and in
the eyes of teachers.
As a general result of examining these three areas of student
activities, Gordon found that students' prestige rank results from a
combination of all segments of the social system of the school. How-
ever, the students' major inclinations were toward their own informal
groups. Grade point achievement contributed least and extracurricular
position contributed most to the general social status and prestige
rank of the students. Gordon confirmed that students did want to
achieve status and to do this, they had to conform to the established
and highly valued patterns of behavior set up by the student groups
.
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Gordon's study of peer group relations in the school showed that
the adolescent subcultures could have a concrete effect on the direc-
tion of the formal organization of the school. He showed how student
groups established a very definite base in the school from which they
could carry out their own goals and agendas.
Wabash's students, for the most part, had adjusted to the struc-
ture of their school, because of home learned values consistent with
those of the school. But equally, if not more significant, they
adjusted to the school because they had created their own "support
group" to attempt to lessen the power control of the adult authority
which ran the school as well as offering its own codes to its
group.
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Gordon has shown, through the use of the formal student organiza-
tion, how students gained the prestige and leadership in their own
social structure. To be a "Big Wheel," one had to compete in school
activities for it was there he/she was judged by his/her peers. The
school has managed to finesse the uses of competition in school activi-
ties as being an important element (running for school office, trying
out for a team) as well as in the classroom (grades, discipline) to
retain its authority and control. Because the administration and teach-
ers of the school could not penetrate the informal student structure,
they had devised their own student groups as a conduit for their goals.
The informal organizations conformed to the formal structure of
the school by age, grade, and sex. Further, they were set up according
to the students' own values and prestige hierarchy. Although Gordon
did not pursue the variable of family status and community social
status in relation to these cliques, it can be inferred through some
of his data that this element played a considerable role in these
groups' alignments.
Based on Gordon's description of the functions of the informal
groups, it seems clear that it was this part of the school's social
system which was meeting a number of the adolescents' needs during
their period of transition. It supported them in the formal structure
of the school and gave positive reinforcement to their egos and self-
esteem.
Once again, what was important to students was not consistent
with the education writers of this era. Academic success was only
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one criterion for inclusion in informal groups and it was of least
importance. What was important to students was not intellectual pur-
suits, as prescribed by Conant, Bruner, et al
. ,
but the need to be
included and accepted by one's peers and to participate in various
extracurricular activities. While the school felt it should teach
skills of cognition, they, too, have acknowledged the power and influ-
ence of the informal peer group system and have used the extra-
curricular activities program as a means to keep some control over
the students.
The Adolescent Society
. The third study for examination is The
Adolescent Society by James Coleman conducted in 1957-58, a study of
ten schools in varied communities in northern Illinois. Five schools
were considered to be small town/rural schools; five were located in
cities or suburbs. Coleman isolated the similarities of the
adolescent cultures across these diverse communities.
Coleman began by explaining what had created the chasm between
adolescents and adults. The institution to which adolescents had been
assigned retained them longer than ever to be "processed" before per-
mitting them to eventually take their place as adults in society. The
impact of this separation from the rest of society had forced them
inward toward their own age group where they must carry out their whole
social life with others their own age. This resulted in a "small
society" which interacted within itself, with little connection with
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the outside adult society. The intent of Coleman's study was to
examine ways in which these sub-societies operated, the kinds of effect
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they had on teenagers within them, and the elements that shaped them
in one direction or another. 46 Further, the values, activities, and
interests which characterize the "teenage culture" as a whole were
analyzed. 47
While Coleman's study reinforced many of Gordon's conclusions,
his research tended to focus more specifically on "leading groups"
and "elites" in the adolescent society. He examined student values
and attitudes in the adolescent community and found that for boys the
image of athletic success was most important; for girls, being a
leader in school activities and being popular were most significant.
These characteristics were prevalent throughout Coleman's study.
These answers remained fairly constant in terms of traits seen as
necessary for being popular and as a member of the leading crowd.
Further, these characteristics are the ones students would like to be
remembered for after high school. Boys always saw athletic prowess
and then leadership in school activities as most important for achiev-
ing status within their own peer groups. The characteristic listed by
the girls, such as "good clothes" and "good looks" were factors which
denote social success. Being a cheerleader was seen as an important
school activity. Significantly, academic achievement was not viewed
as a necessary requirement for being popular or a member of the lead-
ing crowd. Coleman's data showed that academic achievement counted
for little in the adolescent culture and did not give a boy or girl
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status in the eyes of their peers. Coleman recognized that students
did compete a great deal in high school --be it in athletics, academics
38
or any school activity and found this was done to gain recognition
and respect from their peers. The purpose of competing to win awards,
etc., was done in order to win status in the eyes of other adoles-
. 49
cents.
Coleman's concerns extended beyond those of the social system of
the school, as he explored the effects of this system on the adolescent
relative to sel f-eval uation
. One determiner of acceptance in the
adolescent society was the number of friends one has, and this fact
has an effect on how one sees one's self. Coleman discovered that a
sizable number of students wanted to be a part of the leading crowd
and for those not accepted, this rejection resulted in a negative
assessment of one's self. Some adolescents would go elsewhere, usually
to some out-of-school activity where he/she could feel good about him/
herself. Significantly, feeling good or bad about one's self had
nothing to do with success or failure in schoolwork; it was a result
of being deprived of acceptance and status by one's peers--in a sense,
Cf)
falling the adolescent social system of the school.
While looking at various goals of the high school, Coleman cen-
tered part of his study on issues having to do with matters of the
mind, such as "transmission of knowledge, development of mental skills,
and stressing of positive attitudes toward learning. These scholas-
tic effects showed the social elites of the high school less willing
to see themselves as engaging in intellectual activities than were
those who were outside the leading crowds. Inference from these data
suggest that these social elites will be oriented away from anything
39
with a strong emphasis on intellectual activities when they reach
adulthood
.
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m addition, students did not wish to be remembered from
high school as being the best scholar. It appears that our culture
has failed to encourage this type of self-image among those who are
entitled to it by virtue of their achievement
.
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Coleman explored the elements that gave the adolescent social
systems their particular values. In sum, he felt that the adolescents
he studied were impatient with the passive and dependent role in which
they were forced to participate in school. Having been freed by
parents and having seen the world through the mass media, they were
no longer enthralled by "good report cards." However, the adolescent
had been given responsibility and authority to act only in the social
world of dating and parties, athletic contests, various school activi-
ties, etc. As long as adolescents had these types of activities to
explore and with which to become involved, and the academic experiences
remained passive exercises, interest in scholastic endeavors decreased.
The scholar could not just be seen as a "grind working for good grades"
but instead must be viewed in an exciting, innovative light, and only
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then will this image be worth pursuing.
Since it was the adult community that established the activities
of the adolescent community, Coleman held the adult community, as
designers of school policy, accountable for the values of the adoles-
55
cent culture.
The thrust of Coleman's study was to find out what students, as
a sub-culture, admired or rated highly in importance to themselves.
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He addressed the problem of negative self-evaluation and the psycho-
logical hurt that can occur to an individual with no group to join.
Therefore, at times even the adolescent peer groups did not meet the
needs of all students during this period of transition. This means
that there were individuals who were failures in the peer group as
well as in the formal structure of the school.
Perhaps, most significantly, Coleman showed that the major con-
cerns of the students
--athletics
,
being active in school activities,
being popular, and being attracti ve--were not the order of priority
established by the formal school structure, which claimed academic
performance as a major criteria for its existence. However, the
school's role in the socialization process seemed to be effective in
regards the extracurricular activities program.
Coleman also pointed out that teachers were held in extremely low
esteem in the eyes of the students in terms of asking for their opinion
or heeding their advice on non-school related issues. This response
was from the elites as well as from the followers. This fact seems to
confirm other studies which assert that the teacher's presence is
tolerated by virtue of his/her position of authority.
Although Coleman did not pursue this avenue statistically, he did
indicate the necessity for schools to recognize other needs within the
student body and make an effort to deal with them. He was greatly
concerned that schools did not recognize the real needs of the adoles-
cent society and therefore continued to serve students with the cur-
riculum guides of the past.
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Coleman's study is significant in that it represents the most
extensive effort to date that surveyed large numbers of students for
the purpose of ascertaining things that are important to them. One
then can reflect on how the school, as organized, is meeting those
concerns. Coleman, like Gordon and Hoi 1 ingshead
,
has presented data
showing the "person-oriented" nature of adolescents and the need for
peer approval and support. All affective domain supports were received
through one's peer groups as the school, itself, had no mechanism for
offering services in this area. While Coleman questioned students
about their values, no questions were asked that dealt with the school
and how its curricular considerations dealt with students' values. Per-
haps the most significant fact Coleman discovered was the low regard in
which academic achievement is held by adolescents. In contrast with
Conant's and Bruner's theoretical stress on cognitive saturation as
necessary for survival and success, Coleman's adolescents in reality
devalued the cognitive element. Generally, the adolescent cultures
examined by Coleman did not perceive academic success as the way to get
into the leading groups in their respective schools. However,
Coleman's study indicated where this adolescent culture was at one
point in time and highlighted the differences between the theory of
Conant, et al., and the reality of public school adolescents at that
time.
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The Humanistic Critique
The Humanistic Critique of schools develops from the 1 960
' s when
the culture at large was under careful scrutiny and when new forms
were being developed in place of traditional institutions. The chief
writers of this period reviewed here are: Friedenberg, Holt, Silberman,
Fantini, Weinstein, Gross and Osterman.
Public education in the Sixties was characterized by innovation
and experimentation from a humanistic perspective. This section of the
chapter examines that perspective beginning with the writings of Edgar
Friedenberg who was concerned with the school's influence on the
development of adolescents' self-esteem and self-worth. In The
Vanishing Adolescent
,
Friedenberg discussed the social processes of
school and saw their responsibilities furthering the development of
individuals whose temperament and values were similar to those people
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who exerted power.
He viewed school as an exact expression of our culture, which did
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not clarify the meaning of experience and, therefore, turned out
CO
uniform and bland individuals. While public schools offered a social
heterogeneity, which could be the strength of the system, this failed
because they had no philosophical structure to deal with these dif-
59
ferent backgrounds. This lack of a philosophical structure, accord-
ing to Friedenberg, was the chief obstacle to the development of a high
school curricula which would use our best cultural resources to help
60
students make sense of the lives they lead. Schools did not seem to
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be able to maintain meaning to their curriculum and never really dealt
with the issue of clarifying the lives of students. Friedenberg said
schools evaded the moral and developmental problems. What school did
was to direct their motives according to administrative expedience
rather than toward an awareness of what was going on in youngsters and
respect for what they are and may become.
^
In his later books. Coming of Age in America and The Dignity of
and Other Atavisms
,
Friedenberg expanded upon his earlier thesis.
He offered more commentary based on a study where he interviewed a
small group of students at two high schools. In his discussion of one
of the high schools, Friedenberg described the lack of physical freedom
and the universality of such items as passes, threats of detention and
suspension as a means of social control. Finally, he reflected upon
the school's ability to usurp students' initiative, both physical and
mental, with all the rules and regulations governing all actions.
What he found through his observations was "what is learned in high
school . . . depends far less on what is taught than on what one
actually experiences in the place." The quality of instruction varies
as he found classroom content generally handled at a credible level.
The kind of guardianship and status that high schools assigned students
affected their lives and further development in a more critical manner
than the content and quality of formal instruction. It was in high
school that students learned what it means to be a minor, subject to
peculiar restraints
,
6 ^
Friedenberg saw school as a system essentially based on and
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directed to the middle-class, white culture oriented toward achieve-
ment. Because of this inclination, it endorsed the values and patterns
of behavior of certain portions of the population, without trying to
meet the needs of all children. To this selected group was given the
credentials to move ahead, while simultaneously, instilling in others
a sense of inferiority as well as warning the rest of society against
them as troublesome and untrustworthy. By this device, schools con-
tributed to social mobility and social stratification, thereby assuring
that the social system--the status quo--would get ahead in it.^ The
school recognized its place and role and that was to support the pre-
dominant numbers of conformist and emotionally dependent youth within
the youth culture against the occasional youth who chose to retain his/
her flamboyance, his/her flair, and his/her energy.
Friedenberg looked at the curriculum in the secondary schools and
found it to be ritualistic. Further, that the application of certain
subjects to real life situations would never work. He found that there
rarely was pleasure in scholarship or ideas and suggested that this
might be possible if education would start with and be derived from the
life-experience of the student, which is in some measure, unique for
every adolescent Education helps people understand the meaning of
their lives and become more sensitive to the meaning of other people's
lives
Friedenberg was one of the first writers of this time period to
attack schools for their lack of humanism toward students and to chal-
lenge the teaching-learning process as not being helpful to adolescents.
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In fact, he found it harmful, particularly to those in the lower-class.
Friedenberg's works concurred with the works of Hoi 1 inqshead
, Gordon,
and Coleman when he averred that high school life was influenced by
one's family social status.
With the mid-1960 s came a succession of books which recanted
true-life experiences in the classroom. John Holt's How Children Fail
is representative of the time. Holt presented a sociological study
with observations learned from direct classroom experiences. His empha-
sis, as representative of all the "romantic" writers of this era, was
on humanizing education, opening the classroom to more affective educa-
tion, and allowing students a choice. Holt's sense about real learning
was that it could never occur in school if teachers believed it was
their duty to tell students what they must learn. He believed that a
teacher could not know what particular piece of knowledge or understand-
ing a child needed to best suit his/her needs; only the student could
do this. Teachers could help, however, by letting the student know
what was available and where he/she could look for it. Selecting what
he/she wanted to learn was something the student has to do for him/
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herself. "School should be a great smorgasbord of intellectual,
artistic, creative, and athletic activities from which each child could
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take whatever he wanted, and as much as he wanted, or as little."
Perhaps the most recognized and respected account of schooling
during this time period was contributed by Charles Silberman in Cri sis
in the Classroom. Silberman believed that how educators act and teach
were more important than what they taught. The way people do things
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shapes values more directly and effectively than the way we talk about
them. He specifically noted here that procedures like homogeneous
grouping and racial segregation affected "citizenship education" more
profoundly than did the social studies curriculum. He discovered how
children were taught about values, ethics, morality, character,
and conduct in school. The lessons were learned less by the content
of curriculum than in the manner schools were organized, the ways
teachers and parents behaved, the way they talked to children and to
each other, and by the kinds of behavior they approved or rewarded or
the kinds they disapproved or punished
.
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With that as his premise, Silberman went on to explain that the
purpose of schooling was "to teach intelligent skills and academic
knowledge that students need if they are to be able to earn a decent
living and to participate in the social and political life of the
community." 7 ^
Silberman was concerned with the cultural aspects of the school
which seemed to be inherent in the system. He cited the concept of
the self-fulfilling prophecy which says that in most situations people
tend to do what is expected of them, so much so, that even a false
expectation may evoke the behavior that makes it seem true. Therefore,
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a teacher's expectations can and do affect a student's performance.
Silberman recognized that lower class children entered schools lacking
a wide range of attitudes and cognitive and affective skills crucial
to success in school and which the middle class acquired from their
home environment. Unfortunately, children from lower class
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environments were defeated almost from the first day at school since
the schools did little to develop within them a sense of competence
and self-worth. Instead, these children were constantly met with
failure which only reinforced their sense of worthlessness that the
dominant culture conveyed.^
While reviewing the issue of equality in education, Silberman
quoted from both Conant and Coleman. First, Conant, who believed that
"in a heavily urbanized and industrialized free society the educa-
tional experiences of youth should fit their subsequent employment."
Coleman, of course, differed with this assessment. This suggestion,
he said, is to assume a fait accompli by assigning to a given person
a specific path after high school that will be occupational or educa-
tional. To designate a particular student to a curriculum designed
for non-college attendance closed off for that individual the oppor-
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turnty to attend college.
Silberman viewed the purpose of education as more than the learn-
'
ing of basic skills. He saw it as a preparation for work that did not
yet exist. Therefore, the importance of education was to teach stu-
dents how to learn by giving them the tools to handle new problems as
they arose. What Silberman saw as more important was "education should
prepare people not just to earn a living but to live a 1 i fe- -a creative,
humane, and sensitive life. This means that schools must provide a
liberal, humanizing education." Education was to bring students to a
point where they could educate themselves. To educate one's self
means that a person (1) "has the desire and capacity to learn for
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him/hersel f and judge what is worth learning"; (2) "can think for him/
herself
; (3) "knows something of the experience of beauty" (be it to
discuss, create, appreciate); and (4) knows how to make his/her "inten-
tions effective in the real world"-the utilization of knowledge.
These then are the goals of education and schools fail to achieve any
of them. 76
In assessing the curriculum reform movement as prepared by Conant,
Silberman found that students' time was devoted to trivial detail, a
great deal of factually incorrect information, and almost all of it
"unrelated to any concept, structure, cognitive strategy, or indeed
anything other than the lesson plan." It was rare to find anyone who
asked why he/she was teaching whatever it was he/she was teaching. 77
Most of the courses of study were not worth knowing and little would
be remembered. According to a report from ETS cited from 1965-66, the
curriculum then was no different from traditional work offered for the
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past twenty-five years.
In evaluating the reformers of the late 1950's, early 1 960 ' s
,
Silberman noted that they failed because they placed all their empha-
sis on subject matter and for the most part ignored the needs of indi-
vidual children. The reformers knew what they wanted students to
learn; they simply did not think to ask the students what they wanted
to learn. These reformers, who were university scholars, had little
contact with public schools or schools of education and therefore
tended to ignore the realities of a classroom and the organization of
the school. As Silberman observed, solely changing the curriculum
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would not have much effect without changing the ways in which a school
operated and teachers taught/ 0
Silberman claimed schools could educate well while beinq humane
places. Schools could be pleasant and concerned with joy and indi-
vidual growth while offering intelligent discipline and development.
They could be child-centered and subject oriented. Artistic and moral
education could be taught along with basic skills. To accomplish this,
the structure, content, and objective would have to be changed. 80
Silberman recommended some changes in school regulations which
would permit a freer and more humanistic atmosphere outside the class-
room as well as attempts to humanize the schools as a whole giving stu-
dents more time for their own study and leisure. Last, he recommended
a reordering of the curriculum and the entire teaching-learning process
and a re-evaluation of what, in fact, constitutes a school
Silberman viewed what takes place in the classroom in the same
manner as Friedenberg--the way things are done, say what is really
intended. His comments on learning were very similar to Holt's who
said teachers should be teaching students how to learn, to appreciate
learning, for who knows what knowledge and skills will be needed at the
turn of the century. If one believed that Silberman 's goals of educa-
tion were accurate, the schools must offer much more than the academic
skill development advocated by Conant and Bruner. When Silberman dis-
cussed the failure of the reformer of the late 1950's, early 1960's,
he explained their lack of comprehension of the public school system.
Additionally, and more importantly, was their failure to ask students
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their opinion about anything. Throughout all of Silberman's reconmenda-
tions, assessments, and evaluations, he stressed the need for student
involvement and participation in curriculum decisions. What is impor-
tant was that Silberman noted that emphasis on the affective did not
mean elimination of the cognitive. They could and should complement
one another.
In 1970, Mario Fantini and Milton Young looked at the educational
system across the country in Designing Education for Tomorrow's Cities
,
where they found the schools failing to meet the problems and concerns
of this generation. Instead, schools were still dealing with a popula-
tion that no longer existed. For the most part, Fantini and Young
found schools that screened high school students for college while the
high school curriculum was being determined by college guidelines.
Instead of high school preparing students for the roles they were to
assume in a modern, complex society, they were being readied for the
next grade level. They found schools which were authoritarian, with
teachers who presented information only which continued to perpetuate
the system of producing an individual with skills that were not right
for what he/she needed as an adult. Therefore, instead of working with
individual differences, schools tended to foster conformity and stifle
creativity.*^ With their antiquated system, schools did not provide
viable opportunities for students to make realistic educational choices
and decisions in order to prepare them for adult roles as decision-
makers.
In sum, while most students viewed education as preparing them for
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work, Fantini and Young claimed school had yet to educate students for
appropriate occupations roles. Further, schools had barely touched
upon ways to deal with education in order to enable students to learn
the responsibilities of being a democratic citizen. And school per-
sonnel have done little to deal with the development of each individual
and his/her feelings.
Following on this general thesis, Gerald Weinstein and Fantini pur-
sued the idea of relevance in learning and offered curricula suggestions
in Toward Humanistic Education
. Historically, they documented how the
efforts of the reformers of the late 1950's, early 1960's, were futile
since they were preoccupied solely with the content of subject only.
Experience in the educational arena had shown that no teaching proce-
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dure could be effective if the content did not interest the class.
Over the years, schools determined that students' behavior could be
changed or affected through subject matter and therefore expended
effort in devising objectives for each cognitive course taught in order
to achieve this goal. Rarely is curriculum designed to help students
deal in personal items with problems of human conduct. It was always
easier for the schools to set objectives and teach students how to
read, write, and compute than it was to recognize and deal with the
individual need for self-definition, for meaningful relationships with
others, and for some control over what happens to him/her. Therefore,
Weinstein and Fantini believed that "education in a free society should
have broad human focus which is best served by educational objectives
resting on a personal and interpersonal base and dealing with students'
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concerns." Of course, contrary to this belief were those who were of
the opinion that the school's only legitimate business involved the
imparting of knowledge and skills and that humanization objectives were
the responsibility of other institutions
.
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To achieve a more human plan in the schools, levels of relevance
in teaching were recommended which were concerned with utilizing and
incorporating into the teaching-learning process student experiences,
oo
feelings, attitudes, and concerns. Weinstein and Fantini strongly
asserted that unless there was a connection between the knowledge
placed before the students and their experiential and emotional frame-
work, the knowledge they gained would not matter to them and not con-
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tribute to their development.
There is indeed conflict between the two schools supporting the
cognitive and affective ends of the continuum. While the schools for
years used cognitive development as a means for teaching proper
behavior, Weinstein and Fantini did not agree. They believed that
emphasis on cognition and its separation from affect posed a threat to
our society in that our educational institutions may produce "cold,
detached individuals uncommitted to humanitarian goals . . . that
unless knowledge is related to an affective state in the learner, the
likelihood that it will influence behavior is limited." The prevail-
ing assumption was that by mastering cognitive content, an individual
learned to behave appropriately as a citizen in an open society. Con-
versely, they believed that the chances for affecting behavior were
greater if the learner's feelings and concerns were recognized and made
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to direct the cognition. It was important to view cognition and affect
as complementary, not contradictory forces. 91
Weinstein and Fantini's thesis of introducing humanistic education
into the classroom was representative of the many demands for curricu-
lar changes in this area offered in the late 1960's, early 1970's.
They, like Silberman, saw cognition and affect working together to
achieve a common purpose, not to be viewed as opposing objectives.
Perhaps Gross and Osterman, in High School
, summed up the writers
of this period best in their overall assessment of this secondary
institution. They found three pervasive issues in high school s--
irrelevance, racism, and authoritarianism. They believed, as did
other observers, that students learn more and better when allowed to
devise their own learning experiences. However, the high school acted
contrary to this belief. Usually students studied boring and uninter-
esting subjects that teachers chose. Schools operated under the
assumption that there was a given body of knowledge that all students
should learn, refusing to acknowledge that the world had changed and
continued to change so that one could not make arbitrary judgments about
what was important. Further, while school was perceived to be irrele-
vant to White, middle-class students, it was almost not comprehensible
for Black students. And through all of this was the pervasive quality
in American schools that was oppressive, that did not permit students
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to make their own choices that pertain to their own futures.
The critics of this time period--Hol t , Kozol , Friedenberg,
Dennison, et al.--have all spoken. What they all have said is that too
54
many schools stifle children's natural capacity to learn and mature in
a healthy manner. This process was sabotaged by an authoritarian
atmosphere in which the emphasis was on the teacher teaching rather
than on students learning. The entire process was rigid and curriculum
had been established long in advance and imposed from above. "There
is no real regard for students as individual people, with real con-
cerns of their own who possess inherently drives to know, understand,
and create." 93
In sum, the schools presented boredom, irrelevant curricula, unin-
spired teaching, and rigid authoritarianism. These factors were the
core of student protest and most educational criticism. History has
shown that schools have been designed to meet adult needs of social
stratification and socialization. Their inhumanity and destructive-
ness are really by-products of these purposes.
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Jonathan Kozol spoke
for this entire era when he said, "Schools destroy the minds and hearts
Q5
of our children."
This section concludes with a study done with adolescents by
Claude Buxton. The author has chosen this particular study for review
because it attempts to look at how students see various aspects of their
secondary school experiences. In Adolescents in School
,
Buxton pre-
sented data from his research efforts in four school districts conducted
between 1969-71. He analyzed the results of a questionnaire given to
96
the full student populations in grades seven through twelve. Buxton's
purpose was to look at school through the eyes of adolescents and to
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learn what the possibility of change in that social system could be.
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The four schools used in the study were located in suburban areas
outside of two medium-sized cities. The socioeconomic status of the
communities range from low to high, the majority being of the middle-
class. Racially, there were very few non-White families. All schools
involved were comprehensive with emphasis varying in each among voca-
tional
,
general, and academic curricula.
Buxton offered his view of the school in relation to adolescent
development. He observed that adolescents had very little to say about
what they learn. Most importantly, he found that most curriculum was
irrelevant in the adolescent's search for identity
.
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While the school
was knowledge and skill oriented, it was the study of interpersonal
relations, culture, personality, etc., to which adolescents related.
If learned, this would enable them to direct their own learning to
their concerns, thereby making learning more personal and real
.
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Another issue with which Buxton was concerned was that of confidence
in the schools. He believed adolescents were placed in the untenable
and unenviable position of having to make a decision about school when
parents could not or did not help and when parents and the community-
at-large criticized schooling .
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Buxton further pointed out two situations that occured in school
which operated against allowing the adolescent to be or feel like an
individual, which was an integral part of his/her search for identity.
The first was the tracking system which existed in most schools and
began in first grade based on the formation of reading groups. While
many faculty believed students were oblivious to this grouping, quite
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the opposite was true. As Buxton pointed out, students were aware of
being tracked and resented being classified by test scores and grades.
In fact, this entire process was viewed as one of the inhumane aspects
of school. Buxton noted that without homogeneous grouping students
would not be learning less, and in fact, their feelings about school
might improve. Students viewed the tracking system as demeaning for
they perceived that a judgment had been made about them by a teacher
that said he/she was not as worthy a person as another. The second
situation which frustrated adolescents was the traditional teaching
style and expectations of many classroom teachers. The lecture, ques-
tion procedure was resented for it was clear that the teacher was
totally in control. Adolescents were not treated as individuals, but
as a unit and were expected to be passive, tolerant, and act like
i ,
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everyone else in class.
With this perspective as background, salient results from Buxton's
survey questionnaire of students are highlighted using the scales he
devised for analyzing the data.
Scales 1 , 2, 3 : Positive and active thinking for school; gen-
eralized dislike of school; conscientiousness -- Buxton discovered that
students on the whole were indifferent to school. In his "typical"
suburban school, he learned that "school is not for now." However, on
the average, students denied disliking school. Girls and older stu-
dents denied more strenuously than did boys and younger students.
While Buxton saw these two responses as a contradiction, he believed
that this was a result of the fact that students could not imagine life
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without schooling and schooling of the kind they had always experi-
enced. Also, students may be so indifferent to school, they were
being truthful when they refused to say they disliked it. In regards
Scale 3, most subgroups (by age and grade) were on the average con-
scientious; girls more than boys; younger more than older. Looking at
these three scales together, students were found to be apathetic about
school yet unwilling to deny firmly that they disliked it. They also
said (in three out of four schools), that they were conscientious
about school. While this attitude appeared to be inconsistent, Buxton
speculated that this attitude influenced the way adolescents conducted
themselves in school. Because of the conscientiousness, students did
1 f)2
their school work in spite of their indifference to it.
Scale 8 : Favorable attitude toward the school as a social
system -- The series of items comprising this scale were devised after
the survey had been administered to the first three schools. Results
of this first survey questionnaire led Buxton to attempt to measure
student attitude toward the way school operated, was organized, and the
way it influenced the lives of adults and students there. He wanted to
discover whether students accepted school as it was or whether, as a
social system, school was or became contrary to personal aspirations
1 03
of those going through adolescence and school at the same time.
The data from the fourth school revealed a non-favorable attitude
(low ratings) toward school as a social system. While there was no
difference in views between the sexes, there was significant difference
across grade level. Students in grades ten through twelve, both boys
58
and girls, rated school as a social system, unfavorably, on the
average. (These grades were compared to seventh graders who gave a
somewhat favorable rating to the system.) In analyzing student atti-
tudes here, Buxton suggested seven attitudinal factors which evolved
that related to autonomy in adolescents: (1) they did not like being
treated alike; (2) they came close to detesting the "pass system" used
to regulate student movement; (3) they thought there were too many
rules and perceived the school as not needing all of them in order to
operate; (4) they felt they had little freedom to make their own deci-
sions and would like more decision-making power; (5) they believed
there were too many requirements and specifications set by the school
and felt that all those strict controls were not necessary; (6) they
did not appreciate the degree of control which school insisted on
maintaining over them and they wanted more opportunity to choose what
and when to study; and (7) they perceived scheduling as inflexible and
1 04
were against them as presently operating.
In addition, other results revealed that teachers were liked in
every school, peer group influence on student attitudes and student
concern about friends was in evidence, and students believed schooling
could make a difference in relation to their futures.
In sum, Buxton found that the mismatch between adolescents and
school, demonstrated by his survey results, was due to a large extent
to the unwillingness or incapability of the senior high school to
. .
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adapt.
Buxton's study is important because he talked to students in his
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effort to learn how adolescents see various aspects of the teaching-
learning process. His is also a current study that was conducted at
the end of the 1960's and into the 1970's. His study also tried to
touch upon many of the aspects of schooling described by the writers
of this time period. In fact, Buxton discovered through his research
effort the inhuman, oppressive climate described by the writers of
this period. He also noted that the curriculum did not relate to the
developmental stage of adolescents and, in fact, hindered their growth
process. His data source led him to conclude, as the writers of this
time did, that affective, humanistic, and more personalized study were
the ways to reach adolescents.
The Career Critique
If the late 1950‘s to the mi d - 1 960
' s can be viewed as a time for
the reform of academic programs, the mid-1 960's to early 1970's as a
time for humanizing schools and making them more responsive to indi-
vidual needs, then the early 1 970
' s evolved as a time for looking at
youth and trying to decide the best way to help them during their
transition to adulthood. The Seventies brought with it almost unani-
mous support for career education and job preparation developed through
commissions and panels sponsored by foundations, educational groups,
and the federal government. Their charge was the reform of the high
school and an analysis of contemporary adolescence.
The final section of Chapter II focuses upon five reports dealing
with high schools that have assessed this concern from 1972-1976. The
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salient points of each report are highlighted. After a review of the
major concepts and recommendations of each, similarities among them
are presented in an effort to present a common position that is assumed
by all of them. These reports seem to establish the mood that is cur-
rently prevalent in many educational circles today.
The Conference Report of the National Committee on Secondary
Education on American Youth in the Mid-Seventies was sponsored by the
National Association of Secondary School Principals in 1972. No high
school students served on the committee. The main purpose of this con-
ference was to look into the concept of Act ion- Lea rni nq , skill train-
ing, and work experiences which take place away from the school.
Sidney Marland, Assistant Secretary for Education at the Department of
Health, Education and Welfare, noted that action-learning was prepara-
tion for life and was needed to serve one-third of today's youth who
had not been adequately prepared by their schools to handle various
life situations, most particularly job skills. 106 In a paper presented
by John Stanavage, he described action-learning as an effort to expand
the learning process by taking it out of the classroom and into the
community and society as a whole in order to experience reality.
Action-learning was to be seen as enhancing formal learning. This type
of learning would enable adolescents to experiment with adult roles
through immediate relationships with older people in some common enter-
prise. While working in real situations, students could determine what
further skills and understandings they needed to increase their own
abilities. Action-learning was seen as a viable means for achieving a
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wide variety of learning goals including values that fell within the
affective domain. The proportion of time spent between traditional
school instruction and action-learning should be determined by the
individual's own needs and requirements. 107
The conclusion of the conference offered the recommendation that
action-learning be made available to all youth in America. Action-
learning was summed up as being both a useful and desirable educa-
tional experience for all kinds of youth because it offered authentic
experiences. It should be incorporated into the educational program
of a community. The work done by students may be paid or not and may
be performed in schools, places of business, in public and community
service agencies, child-care projects, etc. While supervision was to
take place on-the-job, schools would be responsible for formulating
goals and objectives that best meet individual needs. Of course,
students were to receive credit toward graduation for this work. The
consensus of the conference was that adolescents needed alternative
roads to maturity and an opportunity to learn in different ways.
1 08
Action-learning could be viewed as one type of alternative.
The Greening of the High School is the final report of a con-
ference sponsored by Educational Facilities Laboratories and I/D/E/A
in 1972 which called upon educators to view adolescents and school.
No high school students served on the committee. The report asserted,
"though youth is no longer the same, and the world is no longer the
same, high schools are essentially unchanged from what they were at
the beginning of the century." Because of this situation, youth have
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been forced to live in two worlds: the one inside the school walls
where every facet of their lives was pre-determined for then, and the
world outside the school walls where they had considerable freedom to
choose and decide things for themselves.
Harold Howe observed the need for learning about adolescents and
asserted that the reform movement of the 1950's and 1960's failed
because the reformers paid too much attention to the organization and
curricular aspects of the institution instead of learning about the
culture and affective domain of adolescents. 109 Howe called for a new
beginning for high schools which respects the student's individuality.
A great number of these suggestions advocated moving learning outside
the school and changing the philosophy inside of it. Once schools
recognized that learning takes place all the time, they could assist
students with activities that occur outside of the school and give
them credit for it. School should also assume more responsibility
for helping adolescents learn about career interests and assist them
in finding jobs and volunteer opportunities--also for credit. All
efforts should be made to put adolescents in contact with people
their parents' age. Inside the school, a more humanistic atmosphere
must prevail. Adolescents should become a participatory member in
planning for change as well as in the daily operation of the high
school; cooperation should replace competition; academic freedom
should be offered; basic skills should be developed in the context
that highlights the importance of these fields to today's
110
world.
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Evan Clinchy added to this his perception of the role of the high
school in today's society. It
‘
i*
s hel P kids become whole functioning adults, tohelp them learn how to think. If kids are deprived in
fnr°h
S
hi
-
he thlP
-
they ' re deprived of is the meanso handling information. The world we live in doesn't
make sense. This is especially true for kids.
School i s a place to help you develop cognition] a sense
ot self, and of how you relate to others. If schools
fail to help kids make sense of themselves and their
lives, then school has failed no matter what other experi-
ences kids have hadj'1
Part of the problem of school reform had been that adults and
adolescents did not regard school in the same light. While adults saw
school as a place for hard-core learning, not socializing, to adoles-
cents socializing was hard-core learning. (The studies of Coleman and
Gordon substantiate this observation.) This is the time and place that
adolescents experimented with self-images, communicated with peers,
developed their sexuality, and worked out human relationships.
"Socializing is part of the process by which one acquires the equip-
ment for growing up and it is at least as important as algebra."
Adolescents had made it plain that school was valuable to them as a
sense of community and most adults denied this socializing or human
aspect of that function.^ 2
In sum, while Howe's list of recommendations were generally
accepted, an additional proposal called for the establishment of
alternative or optional programs, making certain to avoid a universal
solution that failed to account for local conditions and opportunities.
The Reform of Secondary Education is the report of The National
Commission on the Reform of Secondary Education, sponsored by the
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Kettering Foundation. It was the result of extensive research which
included hearings that were held monthly in various sections of the
United States, on-site visits to schools, and interviews and discus-
tions with students, teachers, and administrators. One high school
student was a member of the Commission. The results of the Commission's
efforts were a list of 32 recommendations including staffing patterns,
curriculum concerns, extracurricular activities programs, and adminis-
trative responsibilities.
The Commission presented its results through an historic perspec-
tive of the field of education. They elaborated upon the need for
viable educational goals to be developed by all members of the educa-
tional community and cited three significant efforts in the twentieth
century that tried to accomplish this. The most important effort rela-
tive to this Commission's recommendations were known as the Seven
Cardinal Principles of Secondary Education. The Commission on the
Reorganization of Secondary Education in 1918 presented its list of
educational goals noting, however, that secondary education "is con-
servative and tends to resist modification" and therefore called for
1 1 3
"extensive reorganization at irregular intervals." The many
Commission reports of the 1970's seem to be taking the 1918 Commission
at its word.
The Kettering Commission, convinced that the establishment of
goals was necessary for change in the high school to occur, collated
state goals from 37 states, had them restated by George Gallup and then
submitted them to four groups--superintendents and principals, teachers,
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parents, and students-representing a cross-section of urban, suburban,
and rural populations for response. The results showed little disagree-
ment among these groups polled on the desirability of these goals and
the responsibility of the school for achieving them. Goals were
defined under two headings. The first were content goals which are
general skills that enable one to function in society, i.e., knowledge
of general skills, critical thinking, acceptance of responsibility for
citizenship, etc. The second were process goals which are basically
atti tudinal and more inner-directed, i.e., knowledge of self, clarifica-
tion of values, ability to adjust to change, etc. Respondents answered
on a four-point scale to choices of: essential, important, but not
essential, of secondary importance, not chiefly the responsibility of
the school. In sum, parents
,
much more than anyone in school, regarded
computation skills as "essential." Teachers
,
much less than anyone of
the others, regarded occupational competence as "essential." Parents
and students were less likely than others to say that "knowledge of
self" and "appreciation of others" were the responsibility of the
schools. Even in this area, agreement was more common than disagree-
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ment. In relation to students, the highest number of students saw
communications skills (82%) and critical thinking (80%) as "essential."
The lowest percentage of students viewed the following items as
"essential": economic understanding (33%); nature and environment
(36%); achievement of man (36%); and clarification of values (41%).
Overall, most responses were found between the first two choices; very
few people in any category saw any of these goals as not being the
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responsibility of the school in some regard.^
The Kettering Commission's basic recommendations called for cur-
ricular revision to eliminate "busy work" and revitalize the course of
study so that it was in keeping with the earlier maturation of adoles-
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cents. Included also was a proposal for a career education program
to include career awareness (overview of various careers) and career
opportunity (placement outside of the school). School credit was to
be given for skills developed outside of the school program be it from
jobs students hold on their own, on-the-job-training experiences,
volunteer work, action-learning, etc. 117
The Report of the Panel on Youth of the President's Science
Advisory Committee, Youth: Transition to Adulthood
, focused on that
period of transition (considered ages 14 to 24) and asked what attri-
butes were necessary to become an adult and what institutions could fill
these needs. There were no high school students on the Panel. The
Panel described the high school as having an environment oriented
toward cognitive achievement, while imposing dependency on and with-
holding authority and responsibility from those in the role of student.
In the past, as long as school was suppl ementary to youth's main
activity of growing up, the authoritarian atmosphere of the school
was not as important. Today, however, that has changed and school now
occupies the time other activities once held. Before labor and school
laws, youth had the opportunity to experience responsibility for actions
and make decisions. Once this activity waned, society's answer was to
offer more school. This study pursued the question of what is the
67
appropriate environment in which youth can best grow into adulthood.
Some type of environment was needed to create opportunities for youth
to become adults in all ways, not just intellectual ones
.
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School, as presently constituted, was seen as not offering the
climate for developing skills of maturation. In fact, it shared the
socialization process with family and peer groups. Other studies had
shown the limited amount of effectiveness of parents with this age
group. Society had succeeded in placing adolescents in a situation
where their only contacts were with others of the same age and formal
relationships with authority figures
.
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The Panel suggested that a
new environment be created that included schooling but was not defined
or limited by it. The proposal called for the establishment of an
alternative environment designed to develop not only cognitive learn-
ing but other aspects of maturation as well. This new environment was
to offer skills that the Panel categorized into two areas: self-
centered skills (skills that expand personal resources) and activities
directed toward other persons. The former dealt with cognitive and
non-cognitive skills, the ability to manage one's own affairs, capabili-
ties as a consumer, and the development of inner motivation in order to
l ?nbecome involved intently in an activity. The latter group included
the widening of each individual's horizon through contact with persons
of different social class, age, etc.; the experience of having others
dependent on one's actions; the involvement with others to work toward
coordinated results. A final set of attributes which arise from both
121
groups included a sense of identity and self-esteem.
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The Panel's recommendations were based on their study of the
formal organization of the school and they, therefore, related to
changes being made within this structure. Because no one knew which
direction society would go, no one environment for youth's transition
to adulthood would be beneficial to all youth and to all society. For
they believed that diversity and plurality of direction was impor-
tant. At present, schools are designed to help students acquire
cognitive and non-cognitive skills relevant to their occupational
futures and perhaps the desire to acquire more skills and knowledge.
However, they do not provide much opportunity for handling one's
affairs or activities that require a degree of responsibility that
effect others. Under the present system, schools actually retard
youth's growth by forcing them to spend their time on the narrow
objectives defined by the school. In sum, the Panel recommended that
a new structure be instituted that places students in a different role
involving responsibility for his/her own welfare and the welfare of
others; orientation to productive and responsible tasks; where learn-
ing is involved, it should be through action and experience, not by
being taught. Youth must no longer be isolated from adults and the
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productive tasks of society.
The U. S. Office of Education appointed the National Panel on
High Schools and Adolescent Education and instructed it, in part, to
present a report on the status of secondary education, identify the
problems of adolescent education and review the kinds of reform needed.
Two of its members were high school students. Some of the National
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Panel's recommendations and commentary are presented from their report
T he Education of Ado l escents
. The comprehensive high school should be
replaced with comprehensive education, the school being one part of
that educational process. A need to move education out of the class-
room and to bring greater realism to the adolescents' education was
perceived. Major emphasis was seen in the area of career education,
responsibility for which would be delegated to a community agency.
The segregated grouping of the high school had for too long kept
adolescents from the economic arena. To further increase adolescent
responsibility, they should be involved in the management of the
school. In order to assure that the adolescent's time was divided
between the school and the community, the National Panel recommended
that attendance in school be part-time (two to four hours daily)
solely for academic pursuits with the rest of each day spent in the
community with adults performing some work or service.
^
When viewing adolescents in relation to school, the Panel
described the school as an institution that had not matured in time
with the adolescent population of today. Adolescents were still given
limited options, responsibilities, and freedom as if they were incap-
able of making their own decisions. Only academic excellence was
rewarded. Conant's comprehensive high school was reviewed and adjudi-
cated to have failed. Evidence indicated that the three benefits
originally envisioned--money-saving, educationally advantageous, or
broadly socializing and egal itarian--had not occurred. The aspect of
tracking in these large plants continued class divisions instead of
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homogenizing them and hurt many students because of the unequal oppor-
tunities this system created. Because this system created negative
self-esteem in many students, institutions should be creating an
environment that respects differences. 125
The National Panel was quite emphatic about the fact that no one
institution "can provide the diversity of experiences necessary to
meet adequately the widely varying abilities, needs, interests, aspira-
tions, and learning styles of 12 to 18 year olds." Adolescents needed
to be with adults, needed to learn outside the classroom where there
is great potential for individual cognitive and affective development.
Due to adolescent isolation from the community, age segregation had
forced increased influence from peer groups. The National Panel dis-
cussed the peer group role similarly to the earlier studies of Coleman,
Gordon, and Hoi 1 ingshead. As long as this segregation continued from
adults, peer groups would continue to gain power. With other institu-
tions losing ground, the high school had become the panacea for curing
society's ills. Unfortunately, the record revealed that school had
not handled many vocational and affective skills in an adequate manner.
This could be attributed to the fact that the only teaching methods
school had available to it related to the transmission of cognitive
skills. For this reason, among others, a wide variety of out-of-school
or "experience-based" learning opportunities should be provided by the
126
community. "Having a job can, among other things, alleviate a
teenager's economic needs, promote his sense of independence and self-
esteem, reduce adolescents' isolation from older people, and provide
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them with many and varied non-academic
abl e in school
.
"^7
learning experiences not avail-
In sum, the National Panel had found that high schools had not
grown with their clients, and they continue to treat adolescents as
children, protecting them from the real world while giving them orders
to follow and offering no explanations and expecting total compliance.
The high school had been isolated from the community and any attempt
to expand into areas beyond the cognitive domain had not been very
successful. Schools should return to pursuing academic standards and
achievement and the adolescent ought to enter the real world to learn
all other skills and knowledge.
In Secondary Education Reform: Retrospect and Prospect
. A. Harry
Passow reviewed these five major reports of the 1970's and offered a
critique on their views of secondary education. There were themes
common to all the reports reviewed. All reaffirm the necessity of
secondary education, but all question its function. While viewing the
school as overextended, harassed, and near collapse, the panels and
committees and commissions believe education, along with community
leaders, must create a comprehensive educational system for youth,
which uses society's resources— the high school being but one.
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Other similarities included offering options and choices for students;
making work experiences a more central part of adolescent education;
reducing the isolation of youth from other groups; moving learning
out of the classroom and taking advantage of out-of-school experiences;
changing compulsory attendance laws. Basic curricular considerations
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tended to be implied.^
However, Passow saw some issues not addressed by these reports.
First, none of them really addressed basic curricular questions about
what should be learned. Much was implied and assumed, but details of
curriculum development were not discussed. The reports did not deal
with the main denizens of the schools—students, staff and parents.
The school's social system was not looked at and little attention was
given to the climate of the school. In one particular view, time was
not spent to consider the problem of poor youth from racial and ethnic
minorities during their transition to adulthood. Nor did any of the
groups really deal with the issue of curriculum and how it could help
in the understanding of the social problems faced by the country. For
example, how would one institute a community-based education program
1
and work-study experience in poverty and ghetto areas?
None of these reports and others of the Seventies has inspired
or moved the masses to action or conversation as Conant's The American
High School or Silberman's Crisis in the Classroom
. However, this
period has finally brought together the past twenty years and viewed
the three areas under study as integral parts of a comprehensive educa-
tion to be dealt with collectively. Passow believed that these current
reports could make individuals aware of the changing condition and to
the urgency for change in today's high school. The reports do create
a new vision of secondary education or at least some new perspectives
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on the education of youth.
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Summary
This section offers a summary of the salient issues raised by the
writers of the three periods, each represented by a distinctive theme:
cognitive, humanistic, and careers. While all three areas are parts
of schooling, none of the literature really looks at these themes
together as a unified and complementary body of knowledge. Nor does
the literature ask students their views of these issues as they pertain
to their image of schooling and as appropriate orientations for meeting
their needs and goals.
The researcher has selected five major issues from the literature
that she determined were important considerations for eliciting student
response. These issues from the literature review best summarize the
three critiques addressed in the research effort. It is the input
received from the student component of the educational community that
is necessary in order to learn what is really important for the futures
of adolescents.
The issues are:
(1 ) Contradiction about the egalitarian nature of the comprehensive
high school . The debate is best personified in the theory presented by
Conant and the results of the empirical study conducted by Hoi 1 ingshead.
Conant views this type of educational institution as offering equality
for all students from all socioeconomic strata. Hoi 1 ingshead ' s study,
in particular, clearly showed that the concept of equality was not
operating within the comprehensive high school. Direct dialogue with
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that community and observations proved that, in fact, one's family
position clearly determined the course of student and social inter-
actions one could have within the formal and informal structure of
the school. Coleman's later study also confirmed this earlier observa-
tion of both Hollingshead and Gordon.
(2) Data sources. Most of the writers offer theories about school-
ing based on the role of participant observer. None uses students as a
basis for data collection.
(3) The three critiques: cognitive, humanistic, careers
. In the
literature, these areas are all isolated. Investigation is necessary
to see how these three themes get played out as part of the total
learning experience.
(4) Dispute over ability grouping . This concept has been endorsed
in theory by Conant as a means to achieve academic excellence. It has
been contradicted by the adolescents in Buxton's study who resent being
separated according to tests and grades.
(5) Formal vs. informal organizations of the school . The formal
organization's agenda of schooling has been depicted in the various
studies to be quite different from the agenda of the students. The
three early studies clearly proved that the students' main interest
in school were the extracurricular programs. Further, their strongest
support for contending with school was from the peer groups. Data
additionally revealed that how students viewed the school's formal
organization was often determined by peer contacts. Students' main
reason for being in school had more to do with socialization and
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affective considerations than anything else. Yet, Conant felt extra-
curricular activities served no purpose and actually interfered with
attaining a high level of academic achievement.
In sum, two overarching considerations set the context of the
researcher's questionnaire: (1) the necessity to recognize that these
three themes are not isolated and independent variables, but comple-
mentary considerations that should be viewed and dealt with as a
unit; and (2) the necessity to recognize the perceptions and needs of
students as vital to any educational program that is designed to aid
in the development of youth and prepare them for their future lives.
Additionally, the implications of the review leads one to question
contemporary American education. While the educators and writers have
presented a picture of education in America during the past twenty
years, what they had really demonstrated were the political realities
of this country during these two decades.
It took the explosion of a Sputnik into the world arena to force
re-evaluation of the public school systems across the nation in the
late 1950's. Dominated by theorists, scholars, and scientists, the
government was convinced that students were not being adequately pre-
pared intellectually and so began a torrent of academic programs. Aca-
demic excellence was perceived to be the answer to meetinq "Sputnik."
Not allowing for any other option, all schools were mandated to turn
their programs into laboratories for the development of cognitive
skills, particularly in the areas of math and science, and for the
academically talented.
76
The mid-1960's brought the explosion of a war, urban street riots,
and youth protest. With that came a new wave of writers who told us
our educational systems were unequal and not meeting the needs of
children. The inhumaneness of schools was portrayed and the need for
the affective development of students was discussed. The government
was convinced, once again, by these stormy arguments and millions of
dollars were legislated for compensatory education for the disadvan-
taged and a new approach to dealing with children--humanistic educa-
tion. The advocates of this school of thought reinforced the need for
the cognitive and affect to complement one another and be incorporated
into school programs side by side along with alternatives/options for
learning to meet the individual needs of students.
The protest of youth fell over the 1970's as youth unemployment
rose, especially among minority groups. Adolescents had difficulty
securing jobs. One reason being, they possessed no skills. Vocational
education had been a reality in American schools since the Smith-Hughes
Act of 1917, but in recent years had not been respected. Much of this
had to do with the fact that little effort had been made to update the
skills taught to fit our modern, technological era. Once again, the
federal government heard the explosion of youth out of school, out of
work, and on the Bureau of Labor Statistics lists month after month
and decided to react. The result has been a new wave of money to
support the concepts advocated in the reports of the 1970's--career
awareness, career education, on-the-job-training, action-learning,
etc.
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The author believes that the writers presenting their various
theses are acknowledging pedagogical, psychological, and sociological
development theories. Schools must teach the skills of cognition.
Schools must deal with the total person and, therefore, practice and
teach humanism and skills of affect. Schools must understand and help
in the maturation process of adolescents and aid them in their transi-
tion to adulthood. However, the writer tends to see the financial
support for these theories being born more of a reaction to storm and
stress, than to pedagogy. Instead of an incorporation of ideas that
complement and support the full developmental process of individuals,
the government tends to expend its efforts on only one aspect at a
time. If that does not work, they move on to the next theory, program,
or plan.
The heart of some of the latest reports have recognized the need
to blend cognitive development, job preparation, and socialization/
affective skills together in a comprehensive education program. Per-
haps these newest efforts will be understood and acted upon by the
government as a course of action that will be good for individuals as
well as for the country.
The concluding chart offers a summary of the three critiques
noting the writers, studies, and major themes of their works.
The next chapter develops a questionnaire by tapping student
responses about these three areas.
THEMES
OF
EACH
CRITIQUE
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CHAPTER III
DESIGN OF THE STUDY
Introduction
Chapter III presents the design of the study. Elements of the
design include a profile of the schools and their populations, the
process of instrument development, and the methodology for gathering,
analyzing, and reporting data. The study probes adolescents' percep-
tions of how high school experiences relate to personal goals and needs.
Such an exploratory study is defined as a method of gaining "familiarity
with a phenomenon or to achieve new insights into it, often in order to
formulate a more precise research problem or to develop hypotheses ." 1
The study depends on the design and implementation of a survey question-
naire in two high schools in a Northeastern city. In the pages that
follow, the two schools are profiled; and the process of developing and
administering the instrument is discussed.
Profile of the Schools
The study was undertaken in two comprehensive high schools located
in a Northeastern city of the United States. This particular city was
selected because of its accessibility to the researcher. All profes-
sional personnel and students involved in the study were guaranteed
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anonymity. For this reason, the name of the city and the two high
schools used in the study will be given fictitious names. The city
will be known as Urbana and the two schools as Downtown High and Uptown
High. These names reflect, somewhat, their physical locations in the
city as Downtown High is in the inner city, whereas Uptown High is in
an urban fringe area. The population surveyed was comprised of
adolescents in Grades 10, 11, and 12 who make up the student bodies of
these high schools. Both schools report the number of students on roll
as over 3,000; however, the average daily attendance at Uptown High
is 90%, while at Downtown High, it is 65%.
2
These two schools serve student populations who come from dif-
ferent home environments and who have a wide spectrum of needs and
goals as well as reasons for being in school. High schools in Urbana
have specific boundaries for student enrollment; however, for purposes
of desegregation, high schools are generally open to certain other stu-
dents who reside elsewhere in the city. Downtown High is located in a
White neighborhood with school boundaries that encompass an area fairly
divided between White and Black families, but it has seen the student
population become predominantly Black over the past fifteen years. A
number of White families start their children in parochial schools or
send them to the public elementary school in their neighborhood and
then to parochial high school. Uptown High is located in a White
neighborhood with school boundaries made up of residents that are con-
sidered to be close to 100% White. The Black enrollment is made up of
those who request entrance to Uptown High from elsewhere in the city;
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permission is usually granted. A White student from outside the
boundaries is usually not permitted entrance since the school is pre-
dominantly White; Blacks are accepted for desegregation purposes.
The following profile is drawn on the composition of the two high
schools based on the information presented in reports prepared by the
School District concerned with enrollment, reading aptitude, and low
income data as well as input from the schools' respective principals.
Uptown High School
The racial breakdown of the student population at Uptown High
is 8% Black and 92% White. There are no students with Spanish sur-
names. According to the principal, approximately 55% of the White
population is Jewish.
Uptown High has the reputation as being one of the top academic
schools in the city. Reading scores tend to reflect the academic level
of the students and explain curricular patterns and, therefore, are an
important component in presenting a composite picture of student popu-
lations in schools. Reading scores were based on results of the
California Achievement Test (CAT) given in February, 1976. In rela-
tion to national percentiles, students at Uptown High are reading as
follows: Below 16th Percentile: 7%; 16th Through 49th Percentile:
31%; 50th Through 84th Percentile: 40%; 85th and Above Percentile:
22%. These scores indicate that the typical High School performs
above the national average. The average score is at the 62nd per-
centile. Another aspect of the academic picture--further school ing~
finds Uptown High sending 72% of its seniors to some type of post
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high school education. The remaining 28% go into the armed services,
jobs, or marriage.
Another aspect of the composite picture that delineates the stu-
dent population includes demographic data. Figures have been computed
for the number of low income students at each school based on student
residence at addresses receiving Aid for Dependent Children as of
April, 1976. According to these statistics, 5% of the student body is
3
listed as "Low Income" (Table 3.1).
Downtown High School
The racial breakdown of the student population is 56% Black; 2.4%
Spanish surname; 41.6% Other. The principal of the school added that
1% of the "Other" population was Oriental, thereby resulting in a
White population of 40.6%. The majority of White students are of
Ital ian-American ethnicity.
In the area of reading achievement, as a result of the CAT, Down-
town's students have been classified in the following groups: Below
16th Percentile: 51%; 16th Through 49th Percentile: 35%; 50th Through
84th Percentile: 12%; 85th and Above Percentile: 2%. As part of the
academic picture, Downtown High reports that 32% of its seniors con-
tinued on to post high school institutions in June, 1976.
The demographic data available indicate 46% of the student body
4
is classified as "Low Income" (Table 3.1).
Explanation of Homogeneous Grouping
The author chose to administer the questionnaire through the
English Departments of both schools since the subject is required of
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all students in every grade. This Department, as well as those of
other subject areas, in both schools, employ a homogeneous grouping
system to categorize its students. Both the English and Mathematics
Departments use the results of the California Achievement Test (CAT)
as the main basis for this classification. However, the grouping
process is based on standardized test scores, past report card grades,
attendance patterns, and discipline reports. In the one school,
Uptown, there are three major groupings— Slow, Average, and Rapid. At
the other. Downtown, there are five— Super Slow, Slow, Average, Rapid,
and Star. Although three names given as classifications are the same
in both schools, equivalence in meaning is not assumed. Because the
students at Uptown, on the average, perform better academically, stu-
dents at that school in the "Rapid" group may typically be more able
than a student in the group with the same name at Downtown High, for
instance.
In addition to its three major groups, Uptown High has a separate
classification for Advanced Placement (AP—one class); Alternative
Learning Program (ALP— four classes); and Distributive Education (DE—
one class). In addition to their five groupings, Downtown High has one
class in each of the following: Secretarial English (SEC), Distribu-
tive Education (DE), and Cooperative Education (COE). Both schools
have sections designated as Engl ish-Journal ism; however, Uptown classi-
fies these students as "Rapid," while Downtown classifies them as
"Average.
"
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In Departments, besides English and Math, in many instances the
nature of the subject self-selects its students. For example, in the
Science Department only academic students take chemistry; therefore,
this subject is divided between average and rapid sections. Also,
certain groupings are
-block rostered*' so the students move as a group
to each assigned class during the day (i.e., at Uptown, the "APs"; at
Downtown, the "DEs"). Further, representatives of the Roster Room in
both schools explain how students are assigned to the same level of
instruction in each subject. Therefore, a student enrolled in a "Slow"
English section is usually placed in a "Slow" history section. The
homogeneous groupings which are discussed throughout the entire study
refer specifically to those placements in the English Department.
Instrumentation
Rationale
The researcher's intent is to survey as many adolescents as possi-
ble in order to secure reasonably comprehensive data for analysis. The
researcher chose to administer the instrument prepared via the English
Departments in both schools since every student is required to take
English every year in school. In order to obtain information from
large numbers of individuals simultaneously, in the most efficient and
reliable manner, the researcher chose to use a structured questionnaire
to gather the desired data. Sell t i z , et al., note the many advantages
of using the questionnaire including its many facets of standardiza-
tion: wording, order of the questions, and instructions for recording
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responses. Additionally, this format offers the respondents anonymity
in their responses. 5 This anonymity allows students to feel freer in
expressing views they might otherwise be afraid to state for fear they
would be met with adult/teacher disapproval or else get them into
trouble with the school hierarchy. Based on the large number of stu-
dents to be surveyed and the method for administration to be used, the
researcher deemed the structured questionnaire format to be a cost
efficient method for obtaining the data.
The rationale for using a highly structured questionnaire, accord-
ing to H.W. Smith, is based upon the assumption that the respondents
have a common vocabulary which gives the same meaning to the stimulus
questions. The criteria is necessary if the questions are to evoke a
similar range of responses.
^
Further, Smith notes that structured questions do present the
maximum opportunity for complete and accurate communication of ideas
between the researcher and respondent as long as three components to
the communications process are present. The components are:
1. Language -- This involves the researcher learning
the breadth and limitations of the subjects' vocabu-
lary;
2. Conceptual Level of Question (in terms of diffi-
culty) -- The researcher should be aware that even
if the respondent shares a common vocabulary with
him/her, the respondent may not share the cognitive
organization (such as observations and feelings)
necessary to answer the questions;
3. Frame of Reference -- The researcher must remem-
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ber that most words may be interpreted from dif-
ferent viewpoints or perspectives. For this
reason, it is necessary to pretest the questions
in order to see if the researcher's and respon-
dent's frame of reference correspond; if not, it
is necessary to change the wording or order of
the question.
^
Closed-ended questions are appropriate, according to Smith, if the
object is to classify an individual's attitude or behavior on some
o
clearly understood dimension. Selltiz, et al
. ,
state that closed ques-
tions are more efficient where the possible alternative replies are
known, limited in number, and clear-cut. They are appropriate for
obtaining factual information and for securing opinions about issues
on which people hold clear opinions. Closed questions have the advan-
tage of focusing the respondent's attention on the dimension of the
problem in which the researcher is interested. The closed question for-
mat does not provide information about the respondent's own conceptuali-
zation of the issue, the frame of reference in which he/she perceives
it, the factors that are obvious and significant for him/her, the moti-
vations that underlie his/her opinions. When these matters are of
g
prime concern, open-ended questions are essential.
The design of the questions by the researcher conforms to Smith's
three components definition dealing with language, conceptual level of
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question, and frame of reference. To achieve these criteria for
attaining accurate communication, the researcher investigated the back-
grounds of the students on both academic and socioeconomic levels to
learn their capabilities and to gain insight into their sphere of
reference. The researcher found that many of the students at Downtown
are reading below fourth grade level, thereby necessitating the
redesigning and editing of questions to ensure a fourth to fifth grade
reading level. In a situation where students range in their achieve-
ment groupings from "Super Slow" to "Advanced Placement" (as is the
case in both schools taken together), it is sometimes difficult to con-
vey a concept when forced to use a limited vocabulary. Further, it was
necessary to judge whether the questions being asked would be suited to
inner-city and urban youth who range in persuasion from trade prepara-
tory to college preparatory. The author was concerned that items be
included that were relevant to all youth and universal in scope to be
fair to all respondents. A field test was administered to ascertain
the comprehension of the chosen audience, as recommended by Smith, to
guarantee that these criteria be met. Further, in keeping with the
supplemental characteristics of closed-ended questions submitted by
Selltiz, et al
.
,
the researcher presented a series of items with which
the respondents were all familiar. Further, the students command a
definite knowledge and opinions pertaining to the surveyed content.
Source for Questions
There were three sources for questions. A majority of the ques-
tions were drawn from the Secondary School Research Program's (SSRP)
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"Questionnaire for Students, Teachers, and Administrators" (QUESTA), a
small number from the University of Minnesota's "Minnesota School
Affect Assessment" (MSAA), and the remainder were developed by the
author of the present study.
After an analysis of the related literature, a review of previous
professional studies in the area, and consideration of prior profes-
sional practices in the same physical context in which the study is
conducted, the author selected QUESTA, an instrument developed by SSRP,
as the best available instrument for acquiring the data necessary to
achieve the purposes of the study. The purpose of QUESTA is described
"as an attempt to improve our understanding of the educational process
by assessing the environment of institutions in addition to the more
typical assessments of individual learners. ... We have attempted
to measure the school as well as the person, for education is the
product of the interaction of the school and the student ."^
0
The technical quality of QUESTA II is addressed in comments by
Dr. Paul Campbell, Director of the Elementary and Secondary School
Program at the Educational Testing Service, the organization which
handles the processing of QUESTA for the SSRP. He writes that,
"QUESTA II was focused on specific questions, not on scales. There-
fore, a factor analysis is not an appropriate technique, unless one
were interested in finding out if some nameable scales had accidentally
emerged. ... The questionnaire is not designed to be internally
consistent, that is, a person who answers one question a certain way is
not necessarily expected to answer other questions in a similar way.
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. . . You would not necessarily expect a student who answered State-
ment 13 (academic subjects) with Response #1, to also answer Statement
#10 (getting along with parents) with #1, because the student could be
greatly concerned with one but not the other. For this reason, con-
ventional reliability studies were not done with QUESTA II. . . ."
(Campbell's references are to questions in the researcher's question-
naire.)
"The validity of QUESTA II is of the kind known as content
validity. It was established by a panel of judges who reviewed each
item and approved those included in the questionnaire.
. . .
"In summary, . .
.
QUESTA II is not a test and does not have con-
ventional test statistics associated with it."
1
In "Schools in Transition: Report on the Trial Administration of
QUESTA," Leonard Baird relates the findings of the first trial adminis-
tration of QUESTA. Included in the study are forty-one independent
schools, ten public schools, and four Catholic schools with the majority
located in the Northeast. Most were college preparatory in nature,
12
sending the majority of its students on to higher education. Most of
those students who participated in the Spring, 1970, survey were seniors
13
and do not represent a typical cross section of American students.
The median income of families in the independent schools was approxi-
mately $30,000, while the public and Catholic schools' figures were
about $16,000. Nearly all of the students were White (less than 3% were
Black) and most had high ambitions, i.e., nearly all said they would
14
either definitely or probably go on to college.
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Because of the differences between the populations used in
QUESTA s trial study and in the present study on economic, social,
racial, and educational aspiration variables, great care was taken in
developing the instrument used for the field test.
Another source of questions was the "Minnesota School Affect
Assessment" (MSAA)
,
a survey developed by the Center for Educational
Development, University of Minnesota. Five items were drawn from the
MSAA which related to the purposes of the study.
Finally, the researcher added supplementary items, developed the
section on personal data, and adapted the lanauage of the OUESTA II
instrument to fit the audience who received the survey.
The following section delineates the rationale for the questions
and the format of the questionnaire, explaining the purpose of each
item asked.
Construction of the Instrument
The evolution of the final questionnaire is based upon data
derived from the field test. The format of the questionnaire can be
viewed as being in three sections dealing with student perceptions,
ancillary information, and personal data. All items in the question-
naire are clustered around a series of overarching concepts within
these sections. A Likert scale of choices is offered for each item
within the conceptual set ranging from one end of the response con-
tinuum to the other.
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Rationale for Questions
Section one of the instrument is organized around concepts which
make use of the same items. The first focuses on how students per-
ceive their school as assisting them and lists nineteen items for
response which fall into three categories: cognitive skill develop-
ment, job preparation, and socialization to the adult role. The second
focuses on student expectations in these same three cateaories and
lists the same nineteen items. Section two of the instrument elicits
ancillary or supplemental information pertaining to the school, teach-
ers, and student aspirations. The third section asks for personal data
about each respondent to be used for crosstabulation purposes.
Rationale for each of the questions is presented in the section
following the format of the questionnaire that was administered at both
schools and described above. There are a total of 105 items in the
questionnaire, 94 of which are arranged under six overall concepts; the
remaining 11 items comprise the personal data section (Appendix A).
Section one of the questionnaire is concerned with how students
perceive their school's performance (19 items) and whether the school's
performance, as presently offered, is meeting their needs (19 items).
The first set of questions deals with the outcomes of secondary educa-
tion. Baird explains how secondary education has an effect on many
aspects of students' lives including their skill, knowledge, functions,
and attitudes. These are considered developmental tasks that indi-
viduals acquire at certain points in their lives. As one of the
socializing agents for society, the school attempts to help adolescents
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learn the developmental tasks of adulthood. 15 The question asked in
the survey which reflects this concept is:
FOLLOWING
1
AREAS™
SCH°°L HAS HELPED V°U IN EACH 0F THE
1. The school has given me a GREAT DEAL OF
HELP.
2. The school has given me SOME HELP.
3. The school has given me a SMALL AMOUNT
OF HELP.
4. The school has given me NO HELP AT ALL.
5. NO OPINION, not applicable.
Examples
:
1. Knowing about jobs and work after
graduation.
2. Improving my self-confidence.
3. Increasing my desire to learn.
(Nineteen items comprise this question.)
The working of the question and some of the items taken from
QUESTA were changed prior to the field test. Since the researcher is
familiar with the respondents, it is her belief that the original
vocabulary used in QUESTA would be too complex for her population and
therefore edited the language to be more elementary.
Baird explains SSRP's rationale for the question in the following
manner. "The SSRP developed a list of tasks that secondary school
students might be expected to achieve successfully. They are divided
into the following areas: (1) educational implications, i.e., the
ability to think and reason; (2) by-products of schooling, i.e.,
ability to follow through with a project or interest; (3) slight rela-
1
6
tion to school's effort, i.e., getting along with one's parents.
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These are tasks that adolescents are expected to master. Items which
comprise the question seek to determine the impact of the schools on
students by asking students what type of influence the school has on
their progress in these areas.
The author agrees with the premise on which these items were
created; however, she chose to divide these items into a different cate-
gorical framework that seemed more in keeping with the prescribed role
of the school as well as with the unintended outcomes of educational
experiences. The researcher's categories, based on intuitive classifi-
cation, are defined as: Cognitive/academic skill development; Job
preparation; Socialization to the adult role with affective skill
development as part of the growth process. In designing the question-
naire, the author wanted to get at these three areas in which schools
are involved in varying degrees. The chart depicted in Table 3.2
delineates the nineteen items according to each of the three categories
originally determined by the researcher. Some items are represented in
two categories as they are related to both, although, the researcher
believes those particular items are stronger in one area.
The purpose of the next question is an attempt to discover whether
students feel the school should be helping them in the same area as
detailed above. The same nineteen items are listed for response.
IN THE QUESTION YOU JUST COMPLETED, YOU MARKED WHETHER
YOUR SCHOOL HELPED YOU IN THE MANY AREAS LISTED; IN THIS
QUESTION YOU ARE TO MARK WHETHER YOU THINK YOUR SCHOOL
SHOULD HELP YOU IN THESE AREAS.
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1 .
2 .
3.
4.
5.
HELp
SCh ° 01 Sh°u1d give me a GREAT DEAL 0F
The school should give me SOME HELP.
The school should give me a SMALL AMOUNT
OF HELP.
The school should give me NO HELP AT ALL.
NO OPINION, not applicable.
Example:
1. Knowing about jobs and work after
graduation.
2. Improving my self-confidence.
3. Increasing my desire to learn.
The purpose of the question proposed by the researcher is an
attempt to discover whether students feel the school should be helping
them in these areas. The question allows students to respond about
their views on what they believe the schools should be offering them
for their development and futures. The question focuses on whether
schools are meeting student needs and goals as perceived by the stu-
dents, themselves. It is through student perceptions of the school's
performance that criteria may be developed to evaluate the ongoing pro-
grams offered by the schools. Through their responses, the students
are actually suggesting recommendations for change or acknowledging
acceptance or contentment with the program as it currently operates.
The question is not asked on the QUESTA questionnaire. However, one of
the main purposes for the inclusion of this opinion question is the
researcher's belief that it is important to compare these two questions
in order to see what is actually going on in the day-to-day functioning
of the schools (Items 1-19); and what the students feel should be
going on because they consider it to be meaningful and necessary for
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their lives (Items 20-38).
The next group of questions comes from the second part of the
questionnaire and deals with issues surrounding the school, teachers,
and student aspirations. The first question is concerned with the
school
:
EACH OF THE STATEMENTS BELOW DESCRIBES THINGS THAT MIGHT
HAPPEN IN YOUR SCHOOL
. SHOW WHETHER YOU AGREE OR DISAGREE
WITH EACH STATEMENT BY CHOOSING ONE OF THE FOLLOWING
CHOICES:
1 . Strongly Agree
2. Agree
3. Disagree
4. Strongly Disagree
5. I Don't Know
Examples
:
1. This school lets students work by them-
selves if they want to.
2. Students can choose whatever courses
they want to take.
3. What I want to do in the outside world
has nothing to do with what I am being
taught in school.
The above question consists of nine items: three from QUESTA,
three from MSAA, and three from the researcher. The question deals
with issues of student satisfaction and assessment of curriculum and
the school, itself, as an entity. The rationale for some of the ques-
tions pertains to the concept of treating adolescents in high school
in an adult manner. Others are concerned with student perceptions of
their learning experiences relative to their plans after high school.
The next question is concerned with teachers:
105
HERE ARE SOME QUESTIONS ABOUT TEACHERS. THINK ABOUT ALL
OF THE TEACHERS YOU HAVE HAD SINCE YOU STARTED HIGH
SCHOOL AND CHOOSE HOW MOST, MUCH, SOME, OR FEW OF THF
TEACHERS ARE DOING THESE THINGS.
1. MOST OF MY TEACHERS (between 75%-
100%)
2. MANY OF MY TEACHERS (between 50%-
74%)
3. SOME OF MY TEACHERS (between 25%-
49%)
4. FEW OF MY TEACHERS (between 0%-
24%)
Exampl es
:
1. Teachers organize their courses
clearly.
2. Teachers are pleasant and cheerful.
3. Teachers are fair in giving grades.
Of the 22 items pertaining to the above question, five are from
QUESTA and two are from MSAA; and the remainina 15 are from the
researcher after extensive research, review of the literature, and other
surveys in this area. A rationale for a question concerned with this
issue is offered by Baird. He observes that the manner in which
instructors teach their classes can effect students' learning, satis-
faction, and development. One of the ways to find out what is occur-
ring in the classroom is by asking the students about classroom proce-
dures, qualities, and attitudes of teachers since they are most affected
by teaching styles. This approach enables the student to describe what
has happened to him/her as he/she perceives it as well as indicating the
frequency of these various acts throughout his/her many classroom expe-
riences.
17
Baird notes that SSRP tried to define the major aspects
of classroom teaching based on previous research and the empirical
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involvements of groups of teachers. 18 The researcher uses her own
review of related literature, teaching experiences, and analysis of
teacher behaviors that are visible in classroom situations to design
the majority of these questions.
The following question is concerned with student aspira-
tions :
HOW IMPORTANT IS IT TO YOU TO DO THE FOLLOWING THINGS IN
YOUR LIFE?
1. Most important to my life
2. Fairly important to my life
3. Not very important to my life
4. Least important to my life
Examples
:
1. Make a lot of money.
2. Find personal happiness.
3. Help or serve others.
(Seventeen items were selected for response.)
The question, dealing with life goals, is included in order to
learn what today's adolescents really want out of life. It is asked
to find out what they choose, at this point in time, as being the most
important thing(s) they could accomplish in their lives.
Baird explains that based on research, life goals are related to
what motivates us within ourselves to do what we do, and to decide the
choices we make. It is these goals which guide our behavior. "The
choice of goals developed by SSRP are those that have been shown to
distinguish between people with different vocational choices, different
levels of creative performance, and academic performance, and that have
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been subject to earlier statistical analyses. Differences in the goals
of various groups should be reflected in their choice of vocations
and the values they place on academic as opposed to non-academic
. .
1 Q
activity."
Further, the author views the question as a fundamental concept
to explore for two basic reasons. First, by examining students' own
choices about their individual futures, one can then look at school as
it is presently organized and operationalized to find out if it is
meeting student goals, or if it could be helpful in assisting students
meet their future goals. Second, looking at students' life goals may
help explain their perceptions of their schooling for they will be
telling us whether the school's program is in harmony with what they
want for their futures. By seeing what motivates adolescents, schools
might be able to make decisions that are in accord with students'
ambitions
.
This list of goals offers adolescents seventeen choices that
encompass various facets of one's life and living conditions. Aside
from some minor wording changes, the researcher deleted seven of
QUESTA's original choices and developed eight questions of her own that
she felt are better related and more relevant to the lives, realities,
and futures of the population being questioned.
The last question in the second section of the questionnaire is
concerned with the operation of the school
:
IN GENERAL, HOW MUCH SAY OR INFLUENCE DO YOU THINK EACH
OF THE FOLLOWING GROUPS HAS ON HOW YOUR SCHOOL IS RUN?
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1 . A lot of influence
2. Some influence
3. Small amount of influence
4. No influence at all
5. I don't know
Exampl es
:
1. Teachers
2. Students
3. Principal
(Eight items were selected for response.)
The question has to do with power and perceptions of power as
identified by the students for whom the school is supposed to serve.
Who actually runs the schools? Whom do stuents think runs the schools?
Baird explains how power and the perception of power are important parts
of the school environment. For people who feel they have little influ-
ence on what happens in their school may simply withdraw and choose not
to participate. They may see the entire educational process as unfair
or undemocratic if they feel they have no influence on school activi-
20
ties or the power to make decisions.
The third section of the questionnaire contains questions that ask
for personal information about each student. Each of these variables
are employed for purposes of crosstabulation with the other questions.
The researcher wants to discover if students who share certain charac-
teristics also share common views of their high school experiences,
have similar expectations, make the same type of recommendations.
Below is the list of the data requested from each student:
Fundamental Information: Grade, Age, Sex, Race.
109
Attendance: Many educators believe that the amount of days stu-
dents are absent from school affects their performance. The researcher
wants to know whether attendance patterns also affect their views of
school
.
Grades; The author wants to learn if students with "failing"
grades perceive school in a different way from those who consider their
grades to be "very good."
Discipline : Pink slips (the terminology used in the question-
naire) are disciplinary slips. How do students who receive a great
number of discipline reports perceive their high school experience?
How do students who follow all school rules and never receive disci-
pline slips perceive their high school experience? The author wants
to know if there is a difference between these two groups.
Course of Study : The choices reflect the general overall areas of
studies offered in both comprehensive high schools. Does curriculum
affect perceptions?
Plans After Graduation From High School : This concept was divided
into two questions to force students to make a definite choice between
employment or further schooling immediately after high school. Stu-
dents were instructed to answer only one of these two questions. Do
career plans affect student viewpoints about school?
Plans to Finish High School : The question which asks students
whether they plan to finish high school was included at the wishes of
the administration in the Urbana School System. They were afraid the
students who were planning to drop out of school might tend to bias the
no
results by responding in an inconsistent and unfavorable manner. The
researcher is able to control for this factor.
The researcher adds two additional variables to each student's
answer sheet. One is the homogeneous class grouping--a placement that
is given to all students without student choice. Since schools con-
sider these groupings a very significant and necessary factor, the
researcher deems it to be an important variable for study. Do stu-
dents who have been grouped into prescribed classifications by some set
of criteria established by the school hierarchy see school issues the
same? The second variable is a notation of the name of the school the
student attends. Based on the differences in demographic statistics
of these two student bodies, it is important to learn how students in
two different school environments perceive their school experiences.
An overview of the questionnaire format is offered on page 111.
In order to insure that the criteria for a clear, unbiased, con-
sistent, and relevant set of questions would be met, the researcher con-
ducted a field test in the respective high schools. The following sec-
tion details the field test.
Field Test
Purposes and Methodology
The purpose of the field test is to try out selected items and
directions to ascertain their effects upon persons identical to those
who will be studied in depth. Time required for the students to com-
plete the instrument was also carefully monitored. The researcher found
OVERVIEW
OF
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that the fastest completion time was fifteen minutes with the slowest
being thirty-five minutes. It was important to know what the average
length of time would be to answer 102 closed-ended questions and three
open-ended questions since the questionnaire had to be completed in one
period. (Periods varied in length from thirty-nine to forty-nine
minutes.)
Another reason for the field test, as was noted by Smith and
Selltiz, et al., concerns the use of a common vocabulary and frame of
reference. Smith adds that the researcher should use the simplest word-
ing possible which conveys the meaning intended. He stresses that
words should be directed to the lowest educational level to be ques-
21
tioned. It is the author's intent to determine, in the pilot test,
if her editing and question design would enable the respondents to
fully comprehend and recognize both words and meanings.
Due both to the large number of items that are relevant to the
intent of the study and to the researcher's inability to decide which
items are most significant, an item sampling approach was utilized and
subsequently an item analysis was done to determine which items would
remain in the final survey. The original set of questions was divided
randomly into two sets, which comprised Forms I and II, to test as
many items as possible and note the students' responses (Appendix B).
The main intent for using this method of item sampling is to cover as
many items as possible in order to be able to make rational judgments
as to which items should be included or eliminated from the final ques-
tionnaire. It was believed that data provided by a sufficient number
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of students would justify whatever adjustments would be needed for the
final questionnaire.
Subjects
In February, 1976, the researcher administered a field test to a
representative group of students at their respective high schools.
Altogether in the two schools, nine intact English classes of various
grade levels and homogeneous groupings participated in the field test.
The author decided to use this method of selecting the field test sam-
ple since it was deemed important to get a representative sample of
each grade level and, more importantly, each homogeneous grouping.
The criterion used for determining the adequacy of the comprehension
of the questionnaire and the amount of time necessary to complete the
survey was the academic ability of the various respondents which the
schools had already classified by achievement level through their
homogeneous grouping system. Additionally, since the entire student
bodies of both schools were to receive the final questionnaire, it was
important that classes remain intact without some members having been
exposed to the field test. Table 3.3 presents those sections which
received the field test and were not included in the final survey.
No eleventh grade section was chosen for the field test from Downtown
High since the day scheduled for the field test was the day after all
the eleventh graders just completed three full days of testing designed
by the State Department of Education.
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TABLE 3.3
SOURCES OF FIELD-TEST DATA
BY SCHOOL, GRADE, AND HOMOGENEOUS GROUPING
School Grade Homogeneous Grouping
Uptown 10 1 Rapid 1 Slow
11 1 Average
12 1 Rapid 1 Slow
Downtown 10 1 Average 1 Super Slow
12 1 Average 1 Slow
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Table 3.4 reports the number of students who submitted valid
questionnaires to the investigator at each school.
Within each class, half of the students received Form I and the
other half. Form II. At Uptown High School, one hundred and six (106)
students received questionnaires; seven were determined not to be
useable by the researcher, thereby leaving ninety-nine (99) question-
naires for analysis. At Downtown High School, sixty-eight (68) stu-
dents received questionnaires; one was determined not be be useable by
the researcher, thereby leaving sixty-seven (67) questionnaires for
analysis.
Results of the Field Test
The researcher gained invaluable experience by administering the
field test to all the classes chosen for the field test, as she was
able to participate in the process and see, firsthand, many of the
consequences of the pilot test. She was able to determine if the
instructions made sense and were simple to read and follow. She was
there to answer any questions the students might have relative to
specific questions or to the survey, in general, so these comments
could be controlled in the final questionnaire. It enabled the author
to be aware of the number of unintended and unexpected perceptions,
comments, actions, behaviors, and attitudes on the part of the students
in order to control these in the final survey. The researcher was able
to chat with the students, on an informal basis, and get immediate
feedback. In addition, the researcher requested that comments be
written concerning the design of the questionnaire, the sense or
116
TABLE 3.4
NUMBER OF VALID QUESTIONNAIRE RESPONSES ANALYZED
DURING FIELD-TEST
School Form I Form II Total
s
Uptown 48 51 99
Downtown 34 33 67
Totals 82 84 116
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nonsense of the content of the questions, or any issue that the student
felt was important and should be included in a survey that asked for
student opinions about school matters.
Most of the students treated the questionnaire seriously. Some of
the changes made in the final questionnaire, in fact, were a result of
student input.
The next section details the changes made between the field test
and final questionnaire noting both total questions and individual
items which were eliminated, altered, or added after preliminary
analysis was conducted on the responses from the field test. The first
part presents a chart of those questions whose rationale and purposes
were explained earlier in the chapter. The chart details the process
of deliberation undertaken of those items which were either eliminated,
altered, or added between the field test and final questionnaire. (The
Impact of Field Test Upon Final Questionnaire is located on pages 118-122.
The second part describes the rationale and purposes of those questions
asked in the field test but were eliminated in their entirety for use
in the final questionnaire.
The following questions presented are those which were deleted
in their entirety from the final questionnaire as a result of the
field test. Reasons for their being dropped are offered.
HOW MUCH SAY OR INFLUENCE DO YOU THINK EACH GROUP SHOULD
HAVE ON HOW YOUR SCHOOL IS RUN?
In the field test (Form II, Question B), this was asked as a
follow-up question to be paired with: IN GENERAL, HOW MUCH SAY OR
INFLUENCE DO YOU THINK EACH OF THE FOLLOWING GROUPS HAS ON HOW YOUR
IMPACT
OF
FIELD
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UPON
FINAL
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SCHOOL IS RUN? The same eight items are listed for response. The
original intent for including the question was to find out which
groups students felt should have a say in the decision-making process
of the school. The data here were to have been compared with their
perceptions of how they actually saw the school being run. In sum, do
students feel left out of the decision-making process; do they feel a
part of it; do they wish to be a part of it; are schools being run by
the proper groups now according to its clients? The question was
deleted because of the time factor involved in administering the ques-
tionnaire.
HOW DO YOU FEEL ABOUT THE WAY THE SCHOOL ENFORCES ITS
SCHOOL RULES IN THE FOLLOWING AREAS?
1
. It is much too strict.
2. It is somewhat strict.
3. It is about right.
4. It is not strict enough.
Example: Smoking
The researcher included the question dealing with rules in the
field test (Form I, Question D; Form II, Question D) as rules and regu-
lations are considered to be a component of the climate or environment
of the school. Baird notes that the usual reaction to rules and disci-
pline is annoyance and resentment on the part of students. The organi-
zation of the school sees rules and discipline as part of the develop-
ment of self-control and self-discipline on the part of the student.
The contradiction between school and students is that although one of
the purposes of school is to help students become responsible adults,
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students often feel that they should be treated as adults, not as
children as the rules seem to demand. 22 since, in most instances, it
is the staff who make the rules for the students, it seems important
to ask students about their perceptions of the issue.
The question was dropped from the final questionnaire once the
researcher made the decision to eliminate the factor of school climate/
environment from the study.
WHETHER OR NOT YOUR SCHOOL NOW DEALS WITH THESE ISSUES,
WOULD YOU LIKE YOUR SCHOOL TO OFFER COURSE, INFORMATION,
OR COUNSELING IN THE FOLLOWING AREAS?
1. Yes, the school should provide course,
information, or counseling in these
areas for students who want it.
2. No, the school should not provide
course, information, or counseling in
these areas.
3. I am not sure.
Example: Relations between the sexes
The question from QUESTA deals with issues that tend to be sensi-
tive and important in our modern society. The researcher asks the stu-
dents their opinions about them relative to the role the school should
play, in an educational sense (Field Test, Form II, Question E).
The question is eliminated because of the time factor; however,
almost all of the eight items have been included in other questions
elsewhere in the questionnaire.
EACH OF THE STATEMENTS BELOW DESCRIBES THINGS THAT MIGHT
HAPPEN IN YOUR SCHOOL. SHOW WHETHER YOU AGREE OR DIS-
AGREE WITH EACH STATEMENT BY CHOOSING ONE OF THE FOLLOW-
ING CHOICES.
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In the field test, the question contains 28 items, many of which
dealt with school climate/environmental concerns and more detailed
questions in the area of student assessment of various school offer-
ings. After analyzing the data and reassessing the purposes of the
total study, the researcher decided to eliminate the issues of climate/
environment of the school as one of the purposes of the study, thereby
dropping all questions in this area. The other questions were care-
fully analyzed for precise association with the purposes to be investi-
gated, and those not applicable were deleted. Also, time constraints
necessitated the dropping of many of these questions. Nine items
remained for inclusion in the final questionnaire.
The question will not be analyzed in the present study but is
part of future reports.
In the area of personal data, the following questions are
deleted:
THE HIGHEST GRADE MY MOTHER COMPLETED AT SCHOOL WAS . . .
THE HIGHEST GRADE MY FATHER COMPLETED AT SCHOOL WAS . . .
The question asking about the highest level of schooling achieved
by parents was dropped for not being directly significant to the pur-
poses of the study. Also, it offered nine choices for response and
would not have been valid condensed to a five-option continuum.
IF YOU COULD ATTEND ANY TYPE OF SCHOOL FOR YOUR HIGH
SCHOOL EDUCATION, WHAT WOULD YOU LIKE TO ATTEND?
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The author felt that students could not accurately respond to the
question since most had never had experience or contact with any other
type of school but a large, comprehensive high school, thereby making
it difficult for them to assess accurately other types of schooling.
Further, the question involved in making a response from nine choices.
Reduced to five options, it would have forced elimination of viable
choices.
Finally, the three open-ended questions asked in the field test
were most interesting, informative, and helpful for making some of the
changes in the final questionnaire and generating additional questions;
however, because of the size of the population used in the survey,
they would have been unwieldy to analyze in the final questionnaire
and were therefore originally designed for use only in the field test.
Administration of Questionnaire and Collection of Data
On April 27, 1976, at Downtown High School, and on April 29, 1976,
at Uptown High School, all students who were in attendance on those
days at their respective high schools (exclusive of those classes which
participated in the field test) received the final questionnaire in
their English classes from their English teachers. The questionnaire
was given only to those classes designated Engl ish ; other classes noted
as "Reading" or any type of English elective, such as "Creative Writing"
are not included as these classes are selected in addition to required
English classes. At the time the questionnaire was administered, any
student in the Urbana School District who had scored under the 33rd
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percentile in the CAT, was given three additional periods of English
and two additional periods of math each week as mandated by a Federal
Program to upgrade basic skill development. The extra English classes
are designated as "Reading" and students are placed in these classes
over and above their regular English assignments. Therefore, students
are not surveyed in these "Reading" classes, even though the faculty
is considered part of the English Department. Over 60% of the student
body at Downtown High is registered for the additional reading and
math classes.
A total of 220 classes participated in the survey: 107 from
Uptown High and 113 sections from Downtown High. The charts on pages
128 and 129 indicate the total number of students on roll, those in
attendance the day the questionnaire was administered and the esti-
mated number of missing cases at Uptown and Downtown High
Schools.
At the time of the field tests in February, the author met with the
principal, English Department Head, and English faculty of both schools
in order to arrange a data that was convenient for all concerned for
administering the final questionnaire, since teachers have to adjust
his/her lesson plans to allow for the loss of the teaching period.
Prior approval for conducting the survey in these schools was received
from a Deputy Superintendent of Schools who reviewed the questionnaire
with the School District's Department of Research and Evaluation. A
second meeting took place with all the English faculty before adminis-
tration of the final questionnaire to discuss the procedures for
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UPTOWN: MISSING DATA POINTS
The following chart details the discrepancy between the number of
students in attendance, at Uptown, on the day the survey was adminis-
tered and the number of answer sheets submitted for analysis:
Total on Roll by Grade
Grade
Total Present -- April 29:
Actual Number Percent
10 1148 34%
11 1104 33%
12 1108 33%M TOO!
1 2991 89%
Returned
:
2590
Missing Cases Estimated Numbers
Field Test
5 Classes @ 30 Per Class 150
Field Trip
Students on school
assignment out of the
building are considered
to be present. 1 33
TOTAL: 283
Not Accounted for
Questionnaires : 118*
This number reflects the following situations: Students who
reported late to school and missed their English period; students who
reported too late to class to have sufficient time to take the question-
naire; students who reported to the infirmary; students who cut their
English class; students who missed their English class for some other
reason; students who refused to respond to the survey; students who
are classified as DNRs (Do Not Reports) which refers to those students
who are being held at youth detention centers or waiting to officially
drop out of school
.
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DOWNTOWN: MISSING DATA POINTS
The following chart details the discrepancy between the number
of students in attendance, at Downtown, on the day the survey was
administered and the number of answer sheets submitted for analy-
sis:
Total on Roll by Grade
Grade Actual Number Percent
10 1872 51 %
11 992 27%
12 790 22%
3654 100%
Total Present -- April 27: 2416 66%
Total Questionnaires Returned : 1443
Missing Cases Estimated Numbers
Field Test
4 Classes @ 30 Per Class 120
RE Classes
6 Classes @ 20 Per Class 120
Alternative School
(Off-Site) 90
Motivation Program
(Off-Site) 350
Teacher Who Wouldn't
Participate
5 Classes @ 30 Per Class 150
Teacher Who Didn't Return
Questionnaires
3 Classes @ 30 Per Class 90
TOTAL: 920
Not Accounted for
Questionnaires
:
53*
*
*See notation on page
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administering the questionnaire, its general content, and to answer
any questions the teachers had relative to their role in the process.
The researcher distributed the "Instructions and Commentary for
Administering Student Opinion Questionnaire" to all of the teachers
(Appendix C). Further, the researcher explained that she would be
available on the days the questionnaire was administered to assist
teachers whenever and wherever necessary, which she did.
The faculty at Downtown High School was generally supportive and
willing to assist in the research effort. Only one teacher refused to
participate and therefore his five classes (approximately 150 students)
were not part of the sample.
The faculty at Uptown High School were less uniform in their
response to the task, although the majority accepted this as another
activity required of them by administration. One group said this was
another bureaucratic ploy to take up "valuable class time." Others
were hostile, while others did all they could to assure the researcher
that the school was not as academic as reports led one to believe and
not to expect much. Others insisted students "don't tell the truth"
and would purposely say "negative things"--comments which seemed to
represent a group of "scared" teachers. A small group was genuinely
excited, felt this type of questioning of students would be valuable
for future planning, and were anxious to learn the results.
There are obvious advantages and disadvantages to this system of
using regular school teachers to administer an outside questionnaire.
The main advantage is that the entire student body can be surveyed in
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one day and efficiency is a positive asset. Also, the regular teach-
ers, by virtue of their permanent positions and status, can be effec-
tive in ensuring that the survey is taken seriously.
The major disadvantage of using regular teachers is that students
may feel intimidated, inhibited, or threatened from expressing their
true feelings about school or teachers because the teachers may see
his/her responses even though they have been promised anonymity and
confidentiality as well as being assured that filling out the question-
naire will have no effect on their grades (Student Letter in Appendix
D).
The attitudes of the teachers becomes an important variable when
using this type of survey method. If a teacher does not really wish
to become involved, feels imposed upon, or is suspicious, hostile, or
apathetic--these types of reactions are likely to be transferred to
the students thereby creating a negative bias before the students ever
see the questionnaire. If a teacher chooses not to follow the instruc-
tions, students might have difficulty filling out the answer sheets.
In sum, how the students view the significance of the questionnaire
is based on the individual teacher's views, attitudes, and manner of
presentation. Therefore, the possible problems which might arise by
using the regular classroom teacher may or may not happen.
The basic concern is one of trust. If students feel they are not
being deceived by their teachers about the purpose of the survey, they
may tend to be more responsive and honest in their answers. If they
do not believe their teachers or feel the purpose is insignificant or
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impossible or stupid, their responses may tend to be hostile or
phony.
The author's primary concern was that of teacher attitude, which
ranged from hostility to apathy to genuine concern and interest. How-
ever, the fact that an outside agent was to receive the results could
have helped to even out the disadvantages. The researcher's sense,
after data analysis, was that regardless of teacher attitude, the
majority of students appeared to be frank in his/her responses and
interested in the results. What must be considered as the most impor-
tant advantage to the entire process is students were asked to give
his/her opinions about their schooling, a subject to which they are
qualified to respond.
Students received an attractively designed questionnaire in an
attempt to motivate the respondents to fill it out. The directions
are simple and self-explanatory. Student responses are recorded on a
standard optical scan sheet. The major problem with the method is
students may lose his/her place between the questionnaire and spaces
on the answer sheet, thereby marking the responses to all succeeding
questions in the wrong place. This error did not appear to materialize.
Since most standardized tests use this type of format, students have
become used to it and fully understand how to fill in an optical scan
sheet. The researcher supplied all students with No. 2 pencils. They
were specifically reminded not to write his/her names on the answer
sheets for the researcher repeatedly stressed the anonymity and confi-
dentiality of his/her responses. At the end of each period, the
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teachers selected a student to collect all answer sheets and put them
in a manilla envelope, supplied by the researcher, which was then
sealed. It was hoped that this procedure would further assure the stu-
dents that his/her teacher would not see his/her responses or even
handle his/her answer sheets. All envelopes were returned to the
researcher who was in the Department Head's Office, either at the end
of each teacher's day or the end of each class by a student. There
was an envelope prepared for each English class in both schools (220
classes)
.
Data Analysis
The researcher had been given the chance to obtain information
from over 4,000 students attending two large comprehensive high schools
and, further, had been granted permission to survey all students in one
day during an entire class period. Afforded this opportunity of a
controlled group and situation, she decided to ask as many questions
as would fill the time period and consequently received an overwhelming
amount of data. Therefore, because of the overabundance of information
gathered, the author selected a portion for presentation at this time
and presents subsequent evaluations at a further time.
After the two days of data gathering were completed, the researcher
began to inspect the optical scan sheets. Stray pencil marks needed to
be erased, coding entered according to school and homogeneous grouping,
and an identification number issued. Decisions had to be made as to
whether the set of responses were valid or invalid.
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Since homogeneous grouping is an important variable in analyzing
the data because schools use it for making most decisions relative to
their students, the researcher color coded the inside of each manilla
envelope in which the answer sheets were sealed and returned in order
to get that information by class. (There were seven groupings between
the two schools.) This method was devised because the author wanted to
avoid asking the students, themselves, to identify their group as she
feels it may be a humiliating experience for students, particularly in
the lower sections.
The final number of questionnaires to be analyzed, after the
researcher eliminated those answer sheets she determined to be invalid,
were:
Uptown High: 2531
Downtown High: 1378
The reasons for eliminating questionnaires are twofold: (1) Invalidat-
ing response patterns, e.g., pictures shown using the response brackets
as guide or one response number used to answer all 105 items; and
(2) Insufficient data provided. It was decided that the first 38 items
had to be answered in order to be considered complete enough for
analysis. Table 3.5 reflects the breakdown.
These figures tend to confirm the belief that the students took
the questionnaire seriously, for only 2% of the students taking the
questionnaire at each school submitted an invalid form. Downtown High
had a much higher percentage of questionnaires with insufficient data
than did Uptown High and that figure is still relatively low at 2.4%.
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TABLE 3.5
TOTAL OF INVALID QUESTIONNAIRES BY SCHOOL
Uptown High Downtown High
Reason
N
( N=2 590
)
Percent
N
(N=l 443) Percent
Invalidating
Response Pattern 55 2.1% 29 2.0%
Insufficient Data
Provided 4 .2% 36 2.4%
Totals 59 65
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Upon perusal of the questionnaires, the researcher noted that, propor-
tionately, fewer students were able to complete the questionnaire at
Downtown than at Uptown. The lower reading level at Downtown,
apparently, accounts for this difference.
After the optical scan sheets were reviewed, they were taken to
Data Processing where the necessary cards were punched, which were
later transferred to a magnetic tape for easier accessibility. The
information from the questionnaire was coded on a program developed for
the Cyber 70 Computer, SPSS (Statistical Package for the Social
Sciences) software package and an analytic plan devised.
The following decisions are made after the data had been collected:
(1) The researcher decided to do a confirmatory factor analysis to sub-
stantiate the intuitive and empirical groupings of the items in the
first question as she wanted to learn if students saw the items in the
same groupings and manner as she proposed them. (2) In the area of
personal data, specific decisions were made. The researcher determined
to concentrate her analysis efforts on the following variables for
crosstabulation: grade, sex, race, and homogeneous grouping. The
other variables in this area were eliminated, at this time, for the
following reasons. Student age is not necessary for this analysis once
the grade is known. The number of students who said they did not
intend to finish high school was so small as to be negligible in terms
of affecting the outcome of analysis. Also, this was never a concern
of the author but of the school district administration. Course of
study proves not to be important once the homogeneous grouping is known.
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Plans after high school, whether to continue education or get a job,
do not seem to be suggesting any type of pattern for discussion. In
relation to attendance, report card grades, and discipline reports,
the researcher must acknowledge some room for error based on student
estimates and memories. Although the researcher considers these valid
variables for crosstabulation with other items, they will not be dealt
with at this time, but will be left for analysis in succeeding papers.
(3) Emphasis in the presentation of data has been given to the paired
questions: "Do you think your school has helped you in each of the fol-
lowing areas" (Question #1-19) and ".
. . Should the school help you in
these areas" (Question #20-38). Within the three areas that comprise
these questions, the author has chosen to concentrate the reporting and
analysis of data in the area of socialization to the adult role. The
importance of socialization skills to be taught by the schools is a
fundamental need and warrants exploration. It is an important curricu-
lum to be taught by the schools as affective development is necessary
for transition to the adult role. (4) Statistical analysis of the data
is to be presented using mean scores, primarily. Other methods of
analysis include a confirmatory factor analysis, Spearman Rank Order
Coefficient, the use of adjusted frequencies, and crosstabulation of
various items with specific variables using percents.
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Synopsis of Study Design
The following depicts the salient aspects of the design of the
study including independent and dependent variables, description of the
sample, and the design configuration:
Independent Variables: Independent variables include stu-
dents' grade level, sex, race,
homogeneous grouping, and school
socioeconomic environment.
Dependent Variables: Secondary school students' percep-
tions of how specified high school
experiences relate to personal goals
and needs. Student perceptions have
been divided into four categories:
1) How students perceive what
the school i_s doing;
2) What students think the
school shoul
d
be doing;
3) How students perceive
their teachers;
4) How students perceive
their goals being met by
the school
.
Data have been organized around these
three factors, in relation to points
one and two above, for analytic pur-
poses: cognitive, job preparation,
and socialization.
Sample: The entire student population of two
large urban high schools were sur-
veyed. Attendance at school one was
89% of total enrollment on the day
data were gathered; 66% of the total
enrollment attended at school two on
the day data were gathered. Hence,
study generalizations pertain to
these two secondary school popula-
tions .
Design Configuration: X Y
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CHAPTER IV
PRESENTATION OF DATA
Introduction
Chapter IV presents sampling population data and data organized in
terms of four sets of questions included on the survey questionnaire.
Questions one and two on the instrument comprise the major emphases of
the study. The remaining two questions are included to provide ancil-
lary information to support the major purposes of the study. The cor-
relary information pertains to teachers and students' aspirations.
Chapter IV presents the following eight parts:
Part One: Profile of the schools by demographic
descriptors;
Part Two: Factor analysis as a basis for data pre-
sentation and analysis;
Part Three: Overview of data concerning socialization,
cognitive, job preparation factors from
each school
;
Part Four: Relationship between cognitive skill factor
and selected variables;
Part Five: Relationship between job preparation factor
and selected variables;
141
142
Part Six: Relationship between socialization factor
and selected variables;
Part Seven: Student opinion about teachers;
Part Eight: Student perceptions of how his/her goals
are met within the educational system.
Part One :
Profile of the Schools by Demographic Descriptors
In Chapter III, an overview of the two schools is presented detail-
ing its respective demographic and school classification information.
Part One of Chapter IV offers additional information about the student
populations which were included in the survey. The information is
organized by variables under study: grade, sex, race, homogeneous
grouping.
A. Uptown High School
Table 4.1 describes the student population at Uptown High School
who took the final questionnaire. In relation to grade
,
the figures
depict a student population that appears to be somewhat constant in that
those who start high school tend to complete it. The number of students
who took the questionnaire are comparable to the overall school figures
(noted in Chapter III) which show the sophomore class to be 34% of the
student body and the eleventh and twelfth grades to have equally 33%
of the total school population. In relation to homogeneous grouping ,
the majority of the students (57.6%) are categorized in "Average
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TABLE 4.1
DEMOGRAPHIC DESCRIPTORS OF UPTOWN HIGH SCHOOL
Variable
Percent
Number (Adjusted Frequency)
Grade
10 860 34.0%
11 841 33.2
12 827 32.7
Sex
Male 1,185 48.3
Female 1 ,253 51.1
Race*
White 2,139 87.6
Black 162 6.6
Spanish American 32 1.3
Other 109 4.5
Homogeneous Grouping
Slow 285 11 .3
Average 1,457 57.6
Rapid 683 27.0
AP 22 .9
DE 24 .9
ALP 39 1 .5
*Only students who considered themselves to be "White" or 'Black"
are included for purposes of analysis in this study.
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sections of the English classes. Only 11% of the student body are
classified as "Slow," while 28% are considered to be in the more
academically talented groups ("Rapid" and "AP").
Table 4.2 reflects student achievement level placement according
to grade level. The "special" sections—AP
,
DE, and ALP—are generally
for seniors, although an occasional junior is admitted. The number of
students in Slow" sections decreases slightly over years spent in high
school, although the "Rapid" sections decrease in numbers also. Within
each year, the "Average" sections enroll the majority of students used
by the twelfth grade, close to two-thirds (62%) of the student popula-
tion is scheduled here.
Table 4.3 depicts the distribution of students by racial group
as they are represented in each homogeneous grouping. Of all the Black
students in the school, most (65.6%) are classified in "Average" sec-
tions by a percent somewhat higher than that for the total school popu-
lation which is 58%. Given the 11% overall school figure scheduled in
"Slow" classes, 17% of the Black population is included here. Whereas
28% of the population is scheduled in the "Rapid/AP" sections school
-
wide. Black students are represented by 16% of their total number.
White students tend to be disbursed in each ability level groupinq
closely in line with their overall school percentages.
Table 4.4 describes the composition of each homogeneous groupinq
by race. Since almost 88% of the population represented in the survey
is white, all groupings tend to be primarily White as the percentages
portray.
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TABLE 4.2
UPTOWN: GRADE LEVEL BREAKDOWN OF STUDENTS BV TRACK
(PERCENTAGE RESPONSES)
Track 10
Grade
11 12
Slow 13.0% 11 .8% 9.1%
Average 54.0 57.9 62.4
Rapid 33.0 29.1 19.5
AP --
.4 2.2
DE -- — 2.9
ALP --
.8 3.9
100.0% 100.0% 100.0%
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TABLE 4.3
UPTOWN: RACIAL MAKE-UP OF STUDENTS BY TRACK
(PERCENTAGE RESPONSES)
Race
Track White Black
Slow 10.4% 16.9%
Average 57.2 65.6
Rapid 29.1 15.6
AP
.8 _ _
DE
.9 1 .9
ALP 1 .6 --
100 . 0% 100 . 0%
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TABLE 4.4
UPTOWN: RACIAL COMPOSITION OF HOMOGENEOUS GROUPINGS
(PERCENTAGE RESPONSES)
Track White
Race
Black
Slow 81 .5% 10.0%
Average 86.9 7.5
Rapid 92.3 3.7
AP 72.7 --
DE 83.3 12.5
ALP 89.5
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B. Downtown High School
Table 4.5 describes the student population at Downtown High School
who completed the final questionnaire. In relation to grade, the num-
bers suggest a school with a sizeable dropout rate between the sopho-
more and senior years. The number of students who were present to take
the survey reflect a similar pattern to the school's enrollment figures
as noted in Chapter III, which show the tenth grade class to be 51% of
the school and the twelfth grade class to contain 22% of the total
school population. These figures tend to substantiate the fact that
large numbers of students leave Downtown before their senior year.
In relation to homogeneous grouping, over half (51.0%) of the stu-
dents are classified in "Slow" sections of the English classes. With
over a third (35.8%) scheduled in "Average" sections, only one-tenth
(11.0%) of the student body remains for placement in higher academic
groupings.
Table 4.6 depicts student achievement level placement according
to grade. Scheduled within the school are three "Star" classes, one
per grade, and three courses as part of the "DE/COE" grouping. Of the
questionnaires not turned in, two sets were from so-called "special"
classes: one "Star" and the other from a course designed for the
commerical -oriented students. The questionnaire data obtained reflect
a shift in scheduling among lower ability groupings over the three
years. Whereas two-thirds (66.1%) of all tenth graders are classified
in the "Slower" (Super Slow and Slow) sections, by the junior year that
number is reduced to 43.1% and finally to just over one-third (34.1%) of
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TABLE 4.5
DEMOGRAPHIC DESCRIPTORS OF DOWNTOWN HIGH SCHOOL
Variabl e Number
Percent
(Adjusted Freauencvl
Grade
10 612 44.4%
11 426 30.9
12 340 24.7
Sex
Male 579 45.8
Female 671 43.0
Race*
White 472 37.6
Black 671 53.4
Spanish American 29 2.3
Other 83 6.7
Homogeneous Grouping
Super Slow 382 27.7
Slow 321 23.3
Average 493 35.8
Rapid 113 8.2
Star 38 2.8
DE/COE 30 2.2
*Only students who considered themselves to be "White" or "Black"
are included for purposes of analysis in this study.
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TABLE 4.6
DOWNTOWN: GRADE LEVEL BREAKDOWN OF STUDENTS BY TRACK
(PERCENTAGE RESPONSES)
Track 10
Grade
n T2
Super Slow 34.8% 28.0% 14.8%
Slow 31.3 15.1 19.5
Average 22.8 44.1 48.7
Rapid 7.3 9.4 8.2
Star 3.8 3.4
DE/COE -- -- 8.8
100.0% 100.0% 100.0%
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the entire student population by the senior year. At the same time,
the "Average" class population doubles between the tenth and eleventh
grades and remains about the same through the twelfth grade containing
almost half (48.7%) of the student body. Upper ability groups remain
almost constant throughout the three-year period. A large school
dropout rate may be responsible for the enrollment pattern.
Table 4.7 reflects the distribution of the students by racial
group as they are represented in each homogeneous grouping. The data
show nearly two-thirds (61.1%) of all the Black students and one-third
(32.6%) of all the White students enrolled in the "Slower" sections.
Equal percentages of Black and White students are found in the "Average"
sections. However, in relation to the "Rapid/Star" classes, one-
quarter (23.6%) of the White students and only 5% of the Black students
are categorized. Compared to the overall school percentages, which
show approximately half (51%) to be enrolled in the "Slower" sections,
Black students are found to be above and White students below average.
With approximately 11% of the full population scheduled for
academically-advanced sections. White students double that percent,
while less than one-half of Black students represent that percent.
Table 4.8 describes the composition of each homogeneous grouping
by race. Approximately two-thirds (65.4%) of both sets of "Slow"
groupings are made up of Black students, while about one-quarter
(24.6%) of these "Slower" sections are composed of White students. In
the upper ability groupings, more than three-quarters (77.4%) of the
classes are White, while one-fifth (19.9%) of the classes contain Black
TABLE 4.7
DOWNTOWN: RACIAL MAKE-UP OF STUDENTS BY TRACK
(PERCENTAGE RESPONSES)
Track
Race
White Black
Super Slow
Slow
Average
Rapid
Star
DE/COE
14.8% 33.0%
17.8 28.1
39.1 33.4
17.2 3.9
6.4
.9
4.7 .7
100.0% 100.0%
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TABLE 4.8
DOWNTOWN: RACIAL COMPOSITION OF HOMOGENEOUS GROUPINGS
(PERCENTAGE RESPONSES)
Track White
Race
Black
Super Slow 21
.
6% 68
.
5%
Slow 27.6 62.2
Average 40.9 49.6
Rapid 73.6 23.6
Star 81.1 16.2
DE/COE 75.9 17.2
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students. The "Average" sections appear to be equally constructed
between the races. These overall figures tend to portray a dispropor-
tionate percentage of White and Black students in most classes.
C. Comparison Between The Two Schools
Section C presents salient differences and similarities in the
demographic patterns described above for each school.
In relation to the variable of grade, the overarching considera-
tion is the holding pattern visible within each school. At Uptown,
students who enter tenth grade tend to finish. At Downtown, students
do not. For example, a large percent of students (13.5%) appear to
leave between the tenth and eleventh grade, while half the amount
(6.2%) leave after his/her junior year.
In relation to homogeneous grouping, school-wide, almost five
times as many students are classified in the "Slower" sections at
Downtown, as compared to those in Uptown (51% to 11%), depicting
Downtown as a school which considers most of its students to be in low
ability groupings. Most of Uptown's students are viewed as being
"Average". More than one in four (28%) of Uptown's students are classi-
fied in the upper ability groupings, in contrast to Downtown which
lists only 11% here. In regards track by grade, each school appears to
follow a similar pattern in that enrollment in the "Slow" sections
decreases over the three years and the "Average" sections contain the
largest percent of students by the senior year.
In relation to the racial make-up of students by track, although
both schools have larger percentages of Blacks in their "Slow" sections,
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as compared to their overall figures, the percent of Blacks is con-
siderably less at Uptown than at Downtown. Whereas 61% of Downtown's
Black students are classified as "Slow," only 17% at Uptown are viewed
in this manner. The majority of Black students at Uptown are in
"Average" sections, while the majority at Downtown are in "Slow" group-
ings. Sixteen percent of Uptown's Black students and only 5% of
Downtown's Black students are in the advanced sections.
In discussing the racial composition of homogeneous groupings, it
is difficult to do a direct comparison since Uptown has a much larger
percent of its predominant racial group (87.6% White) than does
Downtown (53.4% Black). However, the Black population at Uptown
appears to be more equally distributed over classes than at Downtown,
where there are heavier concentrations of Black students at the lower
end of the ability grouping continuum. Their overall numbers do not
appear equally reflected across the entire scale.
Part Two :
Factor Analysis as a Basis for Data Presentation
and Analysis
During the initial design of the questionnaire, the researcher
developed two overall questions followed by the same 19 items--"Do you
think your school has helped you in each of the following areas" and
"Do you think your school should help you in these areas"--as the focal
points of the study. Based on her practical experience in public
schools, a review of related literature and survey questionnaires, and
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intuitive inclinations, she grouped items included as part of these
two questions into three categories. These groupings deal with skill
development in the following areas: socialization to the adult role
with affective considerations; cognitive skill development; and job
preparation. Her instinctive grouping is done with the intent that
analysis would be conducted in three overall areas in order to present
a more comprehensive and meaningful view of adolescent opinion. It is
believed that analyzing each item separately would tend to present dis-
jointed, vague, and individual observations only, thereby sacrificing
the total picture desired.
Therefore, after the data had been collected, the researcher per-
formed a confirmatory factor analysis in order to substantiate
a priori groupings. The factor analysis revealed the same three group-
ings originally established by the researcher. Data are presented and
analyzed throughout the chapter in accordance with the three factors
that emerged as a result of the factor analysis when discussing the
paired question noted above. The factors are as follows: Factor One:
Socialization to the Adult Role; Factor Two: Cognitive Skill Develop-
ment; Factor Three: Job Preparation. Where items loaded between two
factors, the author arbitrarily chose to locate the item with the group
in which the variable received a higher weight. This decision does not
preclude that item's relevance in another factor. Rather, it is made
to keep the data presentation as simple as possible and yet provide as
much information as possible. Groupings are itemized on pages 157-158.
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Factor One:
Socialization to the Adult Role
Improving my self-confidence.
Improving my ability to get along with all kinds of people
Becoming independent of my parents.
Preparing me for marriage and children.
Learning to recognize the difference between right and wronq
Getting along with my parents.
Learning how to get along with the opposite sex.
Learning how to get along in the adult world.
Learning the way it really is in the adult world.
The following items, although classified more heavily under
another factor, are also related to the above factor:
Improving my sense of responsibility.
Being able to judge for myself if I am doing a qood job in
anything I do.
Factor Two:
Cognitive Skill Development
Improving my sense of responsibility.
Increasing my desire to learn.
Helping me to read better.
Developing my ability to follow through with a project,
interest, or task.
Being able to judge for myself if I am doing a good job in
anything I do.
Understanding academic subjects like science, math, English,
and history.
Helping me prepare to go on to higher education.
The following item, although classified more heavily under
another factor, is also related to the above factor:
Learning to recognize the difference between right and wrong.
158
Factor Three:
Job Preparation
Knowing about jobs and work after graduation.
Understanding skill subjects like typing, shops, auto
mechanics, etc.
Helping me know how to choose a job after I complete school.
The following items, although classified more heavily under
another factor, are also related to the above factor:
Preparing me for marriage and children. (Equally weighted
with Factor One)
Learning how to get along in the adult world.
Learning the way it really is in the adult world.
A factor analysis with verimax rotation was run first by each
school separately on the data dealing with what schools did . Since the
results for the two schools are similar, a subsequent analysis is done
of the data combined, allowing for a more parsimonious analysis of the
data.
The final verimax rotated factor matrix produced three factors.
This number is determined by the specification of the minimum eigen-
value; in the SPSS sub-program FACTOR, factors with an associated
eigenvalue of less than 1.0 are deleted.
The factor-loading criterion used to determine which items con-
stituted the three scales was .40. The items belonging to each scale
are listed in Table 4.9, confirming the original groupings
of the
items. All items, but one, "Preparing me for marriage and
children,"
loaded on the scales originally hypothesized. This item
loaded in two
groupings equally-Factor One, Socialization to the Adult
Role, and
Factor Three, Job Preparation; the latter scale was
not expected by the
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author. However, it is interesting to observe that students consider
preparation for marriage and family the same as preparing for a job.
Additionally, a few items had a factor loading sufficiently high to be
added to a second scale, as recognized by the researcher in her origi-
nal groupings. One item, "Learning to recognize the difference between
right and wrong," appeared at the .40 level in the cognitive area in
addition to its intended placement in Factor One. The author did not
expect students to view this question relative to school performance.
It is interesting to note that many students did interpret it in terms
of correct and incorrect responses in achievement oriented activi-
ties.
Part Three :
Overview of Data Concerning Socialization, Cognitive,
Job Preparation Factors From Each School
Data presentation in Part Three is divided into three sections,
each part presenting an overview of the schools as a whole from a dif-
ferent perspective. The first section--Student Perceptions of School
Performance and Their Own Requirements by Mean Scores--looks at how
students evaluate their school's performance and compares this assess-
ment to their opinion of what the school should be doing to help them
with their concerns. Data are presented using mean scores. The second
section--Spearman Rank Order as a Basis for Viewing Each School --
presents a Spearman rank order as a basis for reviewing student percep-
tions of how well the school is performing in relation to meeting
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individual student needs. Data are reviewed by factor and item. The
third section--Analysis of Paired Questions Through Rank Ordering of
Responses— highlights students' responses to the paired question through
crosstabulation in order to further develop the relationship between how
students see the amount of help the school has given them and how much
help they want to satisfy his/her goals. Data are reviewed by factor
and item.
Student Perceptions of School Performance
and Their Own Requirements by Mean Scores
Initial analyses focused upon the 19 items which comprise the first
two questions in the instrument by the three factors. The data reflect
student perceptions of what his/her school did_ and should offer for
each factor: socialization to the adult role (nine items); cognitive
skill development (seven items); job preparation (three items). Data
are presented using mean item scores. A four-point scale is used with
a score of four meaning "a great deal of help" and a score of one mean-
ing "no help at all." Data are presented by each school, followed by a
comparison between the schools.
A. Uptown High School . Figure 4.1 presents the total school view-
point by factor using mean scores. In all three areas, students feel
the school ought to be giving more assistance than they presently are
receiving. The degree of that assistance varies according to factor.
Students feel they receive the most amount of help in the area of cogni-
tive skill development and the least amount in the socialization area.
However, in terms of what they desire most, students say they want more
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assistance in the area of job preparation. They ask for the least
amount of additional help in matters of socialization skills.
B. Downtown High School
. Figure 4.2 depicts the total school
assessment by factor using mean scores. In all three areas, students
feel the school ought to be offering more help than they presently are
getting. The amount of additional support is different with each fac-
tor. Students feel they received the most amount of help in the area
of cognitive skill development and the least in areas dealing with
socialization. However, in relation to the area they want the most
in added assistance, job preparation is viewed as most important. The
least amount of additional help is asked for in the area of socializa-
tion.
C. Comparison Between The Two Schools
. Upon reviewing the data
rating the schools' success, in all areas, the students at Uptown High
report lower estimations of their school's performance than do their
counterparts at Downtown High. Additionally, in every instance for
both schools, in all areas, students believe the schools ought to be
doing more than they are doing to help them in the educational process.
The amount of that help varies according to the area.
Students at both schools state that of all three areas in which
they were questioned, the school performed best and they received the
most amount of help in cognitive skill areas. Students appear to be
saying that high schools are fulfilling their role best in this area,
as compared to the others; however, they still feel more assistance
from their schools is warranted.
TOTAL
STUDENT
POPULATION
PERCEPTIONS
BY
FACTOR
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Students at both schools report the largest differential between
the schools' performance and desired performance is in the area of job
preparation. Even the more academically-oriented schools note the
widest discrepancy between what the school offered and what students
want in work-related studies. Both schools rank job preparation as the
prime area for more leadership on the part of the schools.
Relative to socialization to the adult role, students perceive the
least amount of help by their schools in this area. Further, they
believe it is the area in which the school should offer the least
amount of additional help, although they still request more than they
currently are getting. (An in-depth analysis of this factor is pre-
sented later so the full impact of these results can be contemplated
more clearly.) It is the area which the author has recognized as con-
sisting of the skills necessary and vital to an individual's maturation
and social and emotional development. Of the three areas under study,
socialization is the one that offers the most agreement between the two
schools as a whole, especially in terms of what the school should be
doing.
Spearman Rank Order as a Basis for Viewing Each School
Pairing of the two questions--"Do you think your school has helped
you. ..." and "Do you think your school should help you. ..." are
featured in this section. The researcher believes that the main object
to these questions is in their pairing, item by item, in order to see
exactly how students view the importance of each item. This section
reports student perceptions of the school's performance within the three
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primary factors and their opinions as to how these issues should be
dealt with by their schools. Data are presented using mean scores as
a basis for ranking priorities between what the schools offered and
what they should offer. The rankings depict the degree of discrepancy
between what has been offered by the school on the one hand and what
is actually wanted by the students on the other. Table 4.10 and
Table 4.11 present the Spearman rank orders at Uptown and Downtown High
Schools respectively.
A. Uptown High School
. The data reveal that the top five items
in which students are asking for more assistance are:
Helping me know how to choose a job after I complete
school
.
Knowing about jobs and work after graduation.
Increasing my desire to learn.
Learning the way it really is in the adult world.
Preparing me for marriage and children.
While the top two items are job related, the third is in the cognitive
vein, and the fourth and fifth, part of the socialization area. How-
ever, all these items appear to relate to situations beyond the class-
room walls and after compulsory education ends.
The last four items reflect the areas where students feel school
performance comes closest to meeting their expectations and needs:
Becoming independent of my parents.
Improving my sense of responsibility.
Improving my ability to get along with all kinds of peo-
ple.
Learning how to get along with the opposite sex.
Further analysis highlights the degree of student need in relation to
the amount of help the school offers. For example, the school may offer
what is viewed as a limited amount of help in an area of study by a
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student, yet that limited amount might be what the student
wants.
—
Downtowri H1 9 h School . Data reveal the top five items in which
students view the largest discrepancy between what the school offers
and what they need:
Helping me know how to choose a job after I complete
school
.
Knowing about jobs and work after graduation.
Helping me prepare for higher education.
Preparing me for marriage and children.
Learning the way it really is in the adult world.
The list is headed by two job-related items, followed by a cognitive
concern, and then two socialization items. Issues related to society
and marriage are viewed as important according to this list.
The last four items, revealing the least discrepancy between
school performance and student expectations are:
Learning to recognize the difference between right and
wrong.
Improving my sense of responsibility.
Improving my ability to get along with all kinds of peo-
ple.
Learning how to get along with the opposite sex.
C. Comparison Between The Two Schools
. A comparison of the lists
from each school reveals both sets of students rank order all items
practically in the same manner. A Spearman rank order coefficient
equal to .91 was obtained which suggests that the rank ordering at each
school was nearly identical. Both schools say learning about jobs and
work is of main importance to them. They perceive the widest void
between what the school offers and what they need most as being in
job-related issues.
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The largest difference in the rankings between the two schools is
with the cognitive item, "Helping me to read better." This item bears
explanation because of an obvious curricular offering at Downtown High.
Over 60% of the student body at Downtown receives three additional
periods of "Reading" each week as part of a Federal Program to upgrade
the reading level of all students who scored below the 33rd percentile
nationally in the CAT. Because of the high number of students involved
in these extra classes, this seems to account for the wide difference
in student observations in this particular area.
Analysis of Paired Questions Through
Rank Ordering of Responses
In order to further investigate the relationships among items in
the questionnaire, a procedure of crosstabulation is conducted. Cross-
tabs were run pairing the two questions asking how much help students
did receive and how much help they feel they shoul
d
receive from their
schools. Of the four-point response scale being used for analysis, the
top two choices--"The school has given me a great deal of help" and
"The school has given me some help"--have been computed together as
they indicate a certain quantity of assistance. For the second part of
the paired question which includes the choices--"The school should
give me a great deal of help" and "The school should give me some
help"--these are also joined for purposes of analysis. The intent of
the question is to discover the percent of students who "did receive
a great deal/some help" from their school in each item, followed by the
percent who say they "should receive a great deal/some help" from their
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school in each item. After this procedure was carried out, the
researcher rank ordered the student responses (in percents), sepa-
rately, to the paired questions, thereby formulating two lists. One
list depicts each item and the percentage of students who say they did
receive "a great deal/some help," while the other depicts each item
and the percentage of students who say they should receive "a great
deal/some help." The lists are ranked in priority order with the high-
est percent response listed first and the lowest percent (i.e., least
concern) listed last. All analyses are based on these student rank-
ings.
Further, while analyzing the data, the researcher discovered two
sub-categories within the socialization factor. The nine items in
Factor One could be compartmentalized into a group of four items which
deal with matters of personal concerns and into five items which deal
with characteristics of socialization/affective skills. Data are
reviewed in the socialization factor, in most instances, according to
the two sub-groups which have evolved.
A. Uptown High School
.
In Table 4.12, students rate their
school's performance best in cognitive endeavors, as the top seven
items are part of Factor Two , 'cognitive skill development. Although
the school is credited highest in this area, the actual percentage of
students who say they did receive "a great deal /some help" in these
top items varies from item one to seven. Where two-thirds (65.0%) say
the school performed best in helping them to understand academic sub-
jects, less than half (44.7%) say they are ". . . able to judge for
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myself if I am doing a good job in anything I do." Job and socializa-
tion items are found in the middle and end of the list with socializa-
tion items recorded as the last four. Only a tenth of the students
say they received a "great deal /some help" in "Preparing me for mar-
riage and children" and "Getting along with my parents."
The list ranking student opinion on what the school should be
doing in these 19 items, as also shown in Table 4.12, denote students
who want their school to offer "a great deal /some help" in job related
and cognitive skill areas. Ranked as number one, with 90% of the stu-
dent population saying school should be giving them greater assistance,
is "Knowing about jobs and work after graduation." The top nine items
are found to be concerned with job preparation and cognitive skill
development; the first socialization item is ranked as number ten.
B. Downtown High School
. In Table 4.13, students consider their
school's performance to be best in the area of cognitive skill develop-
ment. They rank these items in the top five in response to having
received "a great deal/some help." Over two-thirds of the students
rate the following as their top two items:
Helping me to read better. (68.9%)
(This special consideration at Downtown has been
explained previously and this percentage tends to
substantiate the efforts of the federal program.)
Understanding academic subjects like science, math,
English and history. (66.7%)
Socialization items comprise the bottom half of the list with less than
one quarter of the students saying they received "a great deal /some help"
in "Preparing me for marriage and children" and "Getting along with my
parents .
"
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The list ranking student opinion on what the school should be
doing in these 19 items, as also shown in Table 4.13, convey the mes-
sage that students want "a great deal /some help" in matters dealing
with academic and job oriented skills. The number one item-"Knowing
about jobs and work after graduation"-finds 80% of the students say-
ing this is most important to them. The top seven items are part of
Factors Two and Three, having to do with cognitive development and job
preparation. Students rank the first socialization consideration
eighth on their list.
—Compariso n Between The Two Schools
. From the lists delineat-
ing the amount of help offered by the school, it is apparent that the
order of how both sets of students rank what they received from their
respective schools is almost identical. Only the actual figures are
higher at Downtown, in varying degrees, in terms of how students rate
their school's performance. A Spearman rank order coefficient which
is equal to .96 reflects this similarity of views.
The listings themselves depict schools that concentrate their
endeavors on cognitive concerns and spend little time on matters that
deal with socialization skills. For example, the top five items in
both schools pertain to Factor Two, cognitive skill development.
Specifically, both schools say that "Understanding academic subjects
like science, math, English, and history" are the areas in which their
schools perform best.
Overall, items of a humanistic or affective nature, rank at the
bottom of both schools' lists. The areas in which both schools make
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the least amount of effort to offer support are: "Preparing me for
marriage and children" (ranked number 18) and "Getting along with my
parents" (ranked number 19). Both school populations not only ranked
them the same, but reflect issues which are quite some distance from
other items on the list. Students do not see their schools spending
much time in these areas.
The listings ranking student opinions on what the school should
be doing in these 19 items depict the percentages between the two
student bodies closer than those in the first part of the paired ques-
tion. Regarding the four items composing the sub-group of personal
concerns in the socialization factor, the percentages are practically
identical. The order of how both groups of students rank what it is
they want from the school (in terms of "a great deal/some help") is
nearly identical. The Spearman rank order coefficient of .97 indi-
cates the very high degree of accord in student expectations from their
school s
.
The listings denote students who want their schools to offer "a
great deal /some help" in job related and cognitive skill areas. Both
schools rank as number one— "Knowing about jobs and work after gradua-
tion." Both schools feel very strongly about this issue with 90.0% of
the students at Uptown wanting "a great deal/some help" and 80.1% of
the students at Downtown feeling the same way. The top five items
are:
Knowing about jobs and work after graduation.
Helping me prepare to go on to higher education.
Increasing my desire to learn.
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These items suggest students are concerned about their future financial
security. They want to be skilled and aware professionally, as well as
being prepared with the basic skills they see as necessary to assure
their future success and survival. A comparison of this list with the
mean scores reflecting the discrepancies between school's performance
and student needs reveals a consistency in attitude. These lists
convey the sense that students feel quite strongly about these issues
being important to their futures. Further, they portray the degree to
which students see the school is failing by not offering sufficient
help in areas they have determined are necessary for meeting their
needs. For example, "Knowing about jobs and work after graduation"
reflects the largest discrepancy between what is and what ought to be
in the eyes of the students. The intensity of this failure is seen
more by students at Uptown than by those at Downtown; however, both
groups are expressing frustration with current practices.
In terms of those items which comprise Factor One, socialization
to the adult role, students appear to be divided as to its place in the
school curriculum. According to the data, the two student bodies seem
to have placed the items into two groups based on their reaction to the
amount of help the school should be giving them. The final four items,
so classified by both sets of students, deal with matters of a personal
nature. Those items are:
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Becoming independent of my parents.
Preparing me for marriage and children.
Getting along with the opposite sex.
Getting along with my parents.
Ranked number 16-19 by both schools with very similar percents, less
than half the student populations request "a great deal/some help" in
these issues. Of the four items, student needs appear to being met
in one--"Getting along with the opposite sex." At Uptown, while 33.0%
say they received "a great deal/some help," only 37.0% say they should
be receiving this amount of help. At Downtown, where 40.0% say they
received "a great deal/some help," only 39.8% say that is what the
school should be doing. Close to 40% of both student bodies would
like a great amount of assistance in securing information about the
opposite sex and most of them appear to be having those needs met. (A
portion of this percent, relative to the school's performance, could
be reflecting the curriculum offered in hygiene courses.)
The remaining three items show a difference between the schools'
offerings and students' desires. Approximately 41% of the students at
both schools want their schools to help them in dealing with "Becoming
independent of my parents" and "Preparing me for marriage and children"
to a substantial extent. About one-third of the students at Uptown
(31%) and Downtown (35%) want more assistance in "Getting along with
my parents."
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Part Four :
Relationship Between Cognitive Skill Factor
and Selected Variables
Part Four presents data on the school's performance in the area of
cognitive skill development. Three analytic procedures are offered for
data presentation. First, an overview is presented using mean scores
to show relationship between the Factor and the variables of grade, sex
race, and homogeneous grouping.
Second, involves the use of crosstabulation. The researcher
chooses the particular method of analysis in order to learn the con-
gruence between student perceptions and needs. The purpose of the
method of analysis is to gauge the contentedness of the students. The
diagram on the following page details the process for analysis. This
process enabled the researcher to create four categories for review.
Those categories are:
1. Content : Responses indicate satisfaction; students
are accepting what they are receiving from the
school; what is offered is meeting their needs;
i.e., students who say they want "some help" and
are receiving "some help."
2. Getting More : Responses indicate that students
are receiving more from the school than they wish
or feel they need; i.e., students who say they
want "a small amount of help" but are receiving
"some help."
DID
RECEIVE
(AMOUNT
OF
HELP)
CROSSTABULATION-SATISFACTION/DISSATISFACTION SCALE
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3. Wan t
.
More
: Responses indicate dissatisfaction;
students are not receiving the amount of help
from the school they require in order to satisfy
their needs; i.e., students who say they want
a great deal of help" but are receiving "some
hel p.
"
4. N o
_
0pimon : Responses indicate students who
have chosen to express no point of view.
Data from this analysis are presented using percents rounded to
the nearest whole percent.
Third, involves crosstabulations specifically in relation to the
responses-did receive "no help at all" and should receive "no help at
all." After reviewing the data discussed in Part Three (did and
should receive "a great deal/some help"), the researcher desires to
learn how many students felt they did. receive "no help at all" and fur-
ther should receive "no help at all." Also, based on the review of the
data offered by students indicating they were "content" with various
school programs, she discovered that some students were "content,"
having received no help while also believing no help should be offered.
The purpose of this analysis is to learn which areas students feel are
of no value to them and, therefore, should not become part of the
instructional process.
This same structure will be used in the analysis of data under the
other two factors.
Relationshi ps Between the Cogn itiwo Factor
and Variables Using Mean Scores
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A_.- Uptown High School. On the basis of grade and sex in
Figure 4.3, there are no observable differences in student perceptions
between school performance and student need. In regards race, Black
students say they have received more from their schooling than do the
White students. However, both groups are asking for about the same
amount of additional help.
Viewed by homogeneous grouping (from the lowest to the highest) in
Figure 4.4, the higher the academic grouping, the more the students
want from his/her school. Perceptions of what is offered varies some-
what and does not follow a pattern, although the students in the "ALP"
and AP" sections rate the school's performance in this area fairlv low
as compared to the rest of the student body. These two groupings,
along with the "Rapids", demand the most in academic matters.
B. Downtown High School
. In terms of grade, sex, and race in
Figure 4.5, the following is depicted. Tenth graders appear to be more
satisfied with the school's offerings than the eleventh and twelfth
graders. This is also true for females as compared to the males.
Blacks say they have received more from their schooling than have the
White students. However, all groups in all categories want about the
same amount of increased assistance in cognitive endeavors. By track,
all groupings rate their school's performance the same, as indicated in
Figure 4.6. However, the more advanced the grouping, the more they want
with the "DE/COE" groupings exceeding even the "Stars" in desiring addi-
tional help.
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ComParison Between The Two Schools
. Students at Uptown,
generally, see themselves as receiving less assistance than do the stu-
dents at Downtown; they also want more help than do their contempo-
raries at Downtown, according to these analyses.
In all three areas—grade, sex, and race-students see their own
school as their respective school mates do, not as their categorical
counterparts do in the other school. For example, a tenth grader at
Uptown sees what he/she received from his/her school in the same manner
as a twelfth grader at Uptown rather than as a tenth grader at Downtown.
On the basis of sex, it is apparent from the data that males and females
in the same school see things more the same. The difference in perspec-
tives is between schools, not between the sexes. Relative to the issue
of race. Whites at Uptown report that they have received less help than
Whites at Downtown. Similarly, Blacks at Uptown say they have received
less help than the Blacks at Downtown. Both White and Black students
at Uptown want more help than their racial counterparts at Downtown and
are more similar in their perceptions and needs as compared across
school lines. This last observation would tend to support the conten-
tion that what is happening in a particular school and what is wanted
from it, regarding cognitive skill development, is perceived to be the
same by race.
Viewing cognitive skill development by achievement grouping reveals
that generally the higher the academic grouping, the more the students
want from their schools.
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Expectations from the "Slow" and "Average" sections at both schools
tend to be the same at the lower end. As the continuum is viewed in
terms of the more academic, the separation in needs becomes more appar-
ent between the two schools, with the "Rapids" and "APs" at Uptown
wanting much more than the "Rapids" and "Stars" at Downtown. Other
groupings asking for additional help equal to that of the higher aca-
demic groupings at Uptown are the "ALPs" at Uptown and the "DE/COEs"
at Downtown.
The following patterns are seen throughout the study relative to
homogeneous grouping. The "AP" students from Uptown demonstrate a
high desire for more in every area of study, while the "DE/COE" group-
ings at Downtown demand the most. Both of these sections are similar
in the manner in which they are composed. The "APs" represent the most
academically- talented twelfth grade students at Uptown, and are care-
fully chosen for inclusion in this section on the basis of grades and
proven academic ability. The "DEs" and "COEs" are also seniors who
have been chosen not only because of their expressed career interest
in sales, marketing, and office work, but because of their academic
record. Downtown recognizes these students as the "best" commercial
or academic/commercial students. These students work in the adult
world, part-time, thereby gaining the supplemental insights and experi-
ences these opportunities offer.
The "ALPs" at Uptown tend to hold some of the lowest views of what
the school has offered and are more in accord with the perceptions
expressed by the "APs" and "Rapids" in their school. This could be
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explained by the fact that students who comprise the four "ALP" sec-
tions are generally seniors (some juniors) who have been specifically
selected for these groupings because of their general dissatisfaction
with the traditional school program. Close to 60% of those students
classified as "ALP" consider themselves to be in the academic course.
School Performance in Cognitive Area viewed inRelation to btudent Satistaction/PissatTifiHTon
A
.. Uptown High School
. In highlighting the data on cognitive
skill perceptions in Table 4.14, approximately one-third (32%) of all
students are "content" with what the school has been doing in this
area. In one area, "Increasing my desire to learn," this drops to one-
quarter who say they are satisfied with the offerings. This item has
the largest percentage (62%) of students who say they "want more"
assistance from their school. Overall, one-half of the full student
body say they want more assistance from their school in academic
matters.
B. Downtown High School
. In viewing the cognitive skill percep-
tions in Table 4.15, slightly over one-third (35%) of the students are
satisfied with their school's efforts in this area. There are two
items that the largest percentage of students say they want additional
help. They are: "Increasing my desire to learn" and "Helping me pre-
pare to go on to higher education." The average percent of students
who are satisfied with the offerings (35%) in the academic area and
those who want more from the school (34%) are practically the same.
These percents indicate that approximately one-third of the student
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body accepts the curriculum as meeting their needs, while another third
says the school is not doing enough to meet their needs. (The remain-
ing third is split between those who feel they are getting more from
the school than they want [20*] and those who have no opinion [n*].)
Downtown students present a mixed response mainly between those who
are "content" and those who "want more."
—
—Comparison Between T he Two Schools
. Both schools present a
similar picture in terms of the number of students who are "content"
with their school's offerings. Approximately one-third of both stu-
dent bodies feel this way about the curricular offerings at their
respective schools. In only one area--"Increasing my desire to
learn
--do the students at Uptown take a much dimmer view of their
school's efforts than do the students at Downtown. At Uptown, only
25% of the student population is "content," while at Downtown, 35% say
they accept the academic program in this specific area. In terms of
"getting more" than they want, approximately 11% of Uptown's students
feel this way, while about 20% of Downtown's students feel they are
getting too much help.
In relation to the issue of "wanting more," the overall percen-
tages at Uptown are substantially higher than those at Downtown, which
is consistent with data presented earlier showing students at Uptown
as being more dissatisfied with their school's performance than their
counterparts at Downtown. Overall, at Uptown High, approximately half
of the student population is not satisfied with the amount of effort
put forth by their school in the area of cognitive skill development.
\
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Further, more students at Uptown consistently express the desire for
more as compared to those who are content with what is. Whereas at
Downtown, while approximately one-third (34%) say they "want more,"
overall, the response is mixed between the number of students who say
they are "content" and those who "want more."
Relationship Between Cognitive Item s and
Student Kes ponse "Did and Should Ri^Tyj- No Help"
—
UPtown Hiclh Sch°o1 .- I" the area of cognitive skills, in
Table 4.16, the data show that an average of one-fifth of the student
population say they received "no help" in learning about academic
matters. However, only 6% say the school should not be involved in
cognitive skill development.
L—Downtown Hi gh School . As previously noted, all items compris-
ing issues in the area of cognitive skills show percentages which are
very high in the areas of "did receive" and "should receive a great
deal/some help." Conversely, responses to "did receive no help" and
"should receive no help" are low, as depicted in Table 4.17. An
average of approximately 15% of the students feel they received no
help in the cognitive domain. However, 10% believe they should not be
receiving any help in academic endeavors. The item that receives the
lowest percent response is: "Helping me go on to higher education,"
where 6% of the students feel the school should offer no assistance.
C. Comparison Between The Two Schools
. In the area of cognitive
skill development as compared to the other two factors, the lowest
percentage of students at both schools find that they received "no help"
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from their respective schools. These data conform to previously
reported data that show students feel they received the most amount of
help from their school in cognitive matters and their schools performed
best in that area.
Part Five :
Relationship Between Job Preparation Factor
and Selected Variables
This section presents data on the school's performance in the area
of job preparation. Data is presented in the same format as discussed
in Part Four.
Relationships Between the Job Preparation Factor
and Variables Using Mean Scores
A. Uptown High School
. Job preparation is viewed by grade, sex,
and race in Figure 4.7. The data show no difference in perceptions
according to grade level in terms of what was received and what is
wanted. However, all grades indicate they want more support from their
school in relation to what they are receiving. In regards sex
,
males
and females view the current curriculum in the same manner; however,
females appear to be asking for more help than their male classmates.
In terms of race
,
Black students are more satisfied with their school's
offerings than their White peers, although both racial groups are
asking for approximately the same in additional help.
Job preparation by ability grouping, in Figure 4.8, shows students
at the upper end of the achievement continuum rating their school lower
RELATIONSHIP
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than their peers who are in the lower ability sections. The "APs",
ALPs and Rapids" give their school very low marks in the field of
job preparation, while the "DEs" give the highest. The upper end of
the scale contains those groups asking for the most in additional
hel p.
B. Downtown High School
. Job preparation, in Figure 4.9, by
grade, sex, and race reveals the following. Although all grades
appear to see their school's performance in the same way, the juniors
rate it the lowest and ask for the least amount of additional help as
compared to sophomores and seniors. All groups want more. In terms
of sex
,
females rate what they received higher than the males, but
they also ask for more than the males to a slight degree. In regards
race
,
Black and White students appear to have similar perceptions of
the school's performance as well as in their amount of desired
hel p.
Job preparation by ability grouping, in Figure 4.10, does not
appear to be a clear pattern in terms of school performance, although
the "Star" sections rate this effort the lowest. On the other hand,
the "DEs" rate the school's performance quite high in relation to the
other groupings. The "DEs" also desire the most amount of additional
help as compared to all other groupings. It should be recognized, how-
ever, that the nature of this group's curriculum is designed for work
experience along with their in-school studies, thereby placing them in
a different category from all other students in the school. Closest
to the "DE/COEs" in assessing help received are the "Super Slows."
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Regarding additional help wanted, the higher the grouping, the more
they desire.
—
—Comparison Between The Two Schools
. In viewing the students'
perceptions in the area of job preparation by grade, sex, and race,
the patterns observed in the area of cognitive skill development seem
to be consistent with this area. Only the degree to what has been
received and what is desired differs. Generally, students feel they
have received less and want more in relation to job preparation as com-
pared to academic skill development. The most constant factor is that
students at Uptown tend to view their school as having offered them
less help than do the students at Downtown and generally they want
more assistance too.
On the basis of grade, there is no perceivable difference between
sophomores, juniors, and seniors in terms of what the school offered
them and what they want in the area of job preparation in either school.
The students at Uptown say they received less and want more than their
opposites at Downtown, but within each school the attitudes are the
same.
In the area of sex, there does not appear to be any difference
between males and females in terms of what their respective schools
offered them. However, there seems to be a slight difference between
males and females at both schools in terms of expectations. Female
students seem to be saying--to a slight degree--that they want more
assistance from their school in preparing for the job market than do
their male classmates. However, the women students at Uptown are
203
asking for more than their counterparts at Downtown.
In regards race, the identical pattern observed with cognitive
skill perceptions prevails in this area. Both Black students at
Uptown and Downtown say they have received more help than their White
classmates at their respective schools. In terms of expectation,
Blacks and Whites at each school are practically identical. It is
interesting to note, however, that in this specific area of job prepa-
ration by race, all four groups are basically in accord relative to the
desire for additional help.
Viewing job preparation by track at both schools, the lower the
ability grouping, the higher they perceive their school's performance,
while the higher the grouping, the lower is the evaluation. Students'
opinions, relative to the issue of what the school should be doing, at
both schools, find upper ability grouping students wanting more than
those at the lower end.
School Performance in Job Preparation Area Viewed
in Relation to Student Satisfaction/Dissatisfaction
A. Uptown High School . Job preparation perceptions, in Table
4.18, reflect less than a fifth of the students who are "content" with
the job schools are doing in terms of direct information about work.
While 5% feel they are "getting more" than they want, close to 70% say
they are not getting enough to satisfy their needs.
B. Downtown High School . In viewing the items that comprise the
job preparation factor in Table 4.19, approximately 30% of the students
are satisfied with their school's performance. However, almost half
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(46%) feel the school ought to be doing more to satisfy their expecta-
tions. In relation to the item, "Understanding skill subjects like
typing, shops, auto mechanics, etc.," more students say they are "con-
tent with the school's vocational efforts as compared to those who
"want more" instruction.
—
—Comparison Between The Two Schools
. While the overall senti-
ment about these items is about the same in both schools, the degree
of expectation is found to be much more demanding at Uptown. While a
rather small group, an average of 21% of the students at Uptown, are
content with their school's offerings in the area of job preparation,
approximately one-third (31%) are accepting of what their school
offers at Downtown. This category also shows small groups of students
who say they are "getting more" than they want. In terms of their own
needs, students "want more" help in this category than any other, even
though the percentages at Uptown are considerably higher than those
at Downtown. Close to 70% of the students at Uptown want more assis-
tance in learning about career requirements, while almost half of
Downtown's students feel the same way. These data support the earlier
findings which demonstrate how strongly students feel about gaining
more information toward work-related issues.
In viewing the "no opinion" classification, only the item "Under-
standing skill subjects like typing, shops, auto mechanics, etc."
seems to draw a higher non-response from both schools. This is not
consistent with the number found in "no opinion" classification in the
category and in the cognitive area. It is assumed that many academic
207
students unfamiliar with the courses offered in the field found the
question not applicable to their frame of reference and, therefore,
chose to answer accordingly. In addition to the higher "no opinion"
response, the data show that although Downtown is the more
vocationally-oriented school, fewer students want additional work as
compared to the students at Uptown, the more academically-oriented
school
.
Relationship Between Job Preparation Items and
Student Response "Did and Should Receive No Help"
A. Uptown High School
. Job preparation items in Table 4.20
reveal an average of almost one-third (30%) of the students who say
they are receiving no help in this area. The largest group (39%) say
they received no assistance in "Helping me know how to choose a job
after I complete high school." With an average of 5% saying they
"should receive no help" from the school in matters of job readiness,
this factor produces the lowest percent of students who say the school
should provide "no help" as compared to the other two areas.
B. Downtown High School . Job preparation items in Table 4.21
show one-fifth (21%) of the students saying they received "no help,"
while almost one-quarter of the student body report they have received
"no help" specifically in preparing them for the world of work. Stu-
dent responses in the area of "should receive no help" are very low as
students indicate a need for job-related concerns. This attitude is
evidenced by the high percents noted to the response that school should
be giving "a great deal/some help" in this area.
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—
—Comparison Between T he Two Schools
. In the area of job prepa-
ration, as compared to the other two factors, the lowest percentage of
students at both schools say that they want "no help" from their
respective schools. These data conform to previously reported data
that show students feel they want the most amount of help from their
school in preparing them for jobs. In addition, the substantial number
of students who say they received no help, as compared to the low number
who say they want no help, confirms the Spearman rank order which shows
the largest discrepancy between what students do want and do receive
is in knowing about jobs.
Part Six :
Relationship Between Socialization Factor
and Selected Variables
This section presents data on the school's performance in the area
of socialization. Data are presented in the same format as discussed
in Part Four. It is the intent of the author to offer a more in-depth
analysis of the socialization factor as perceived by the students. As
discussed earlier, two sub-categories are formed which offer an addi-
tional perspective of the factor under analysis. Data are reviewed,
in most instances, based on the establishment of the sub-groups, and
are correlated with the variables of grade, sex, race, and homogeneous
grouping.
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Relationships Between the Social i7*tinn Factor
and Variables Using Mean Scores
——
-
£town High School
. In analyzing the school's performance in
the area of socialization by grade, sex, and race, in Figure 4.11, all
groupings generally rate the school the same and would like the same
amount of additional help. All groups want more than they currently
are receiving, although the amount of help is less when compared to the
other two factors. In the area of homogeneous grouping, most groups
are in general agreement as to the amount of help received, as depicted
in Figure 4.12. The exceptions are the students in the "AP" and "ALP"
sections who see themselves as having received less help than their
school mates. Likewise, while all the groupings within the school
reflect the need for a similar degree of additional help, those classi-
fied as "AP" depict an obvious desire for the most increased assistance
in the area of socialization skills.
B. Downtown High School
. In viewing the school's offerings by
grade, sex, and race, in Figure 4.13, general agreement is among all
groups as to the amount of help received and to the need for additional
help. All groups are requesting more assistance than they presently
are receiving, but to a lesser degree than their request for additional
support in the other two factors.
In relation to homogeneous grouping, in Figure 4.14, the perceived
help received varies somewhat between those students classified as
"Super Slow" and those classified as "Star," with students at the
lower end of the scale feeling more content with the status quo than
those at the upper end. However, all groups are in general agreement
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as to the amount of added help they would like from the school. Only
the students categorized as "DE/COE" express a considerable amount more
desire for assistance in this area as compared to their fellow stu-
dents .
L Comparison Between The Two Schools
.
In analyzing the
school's performance in the area of socialization to the adult role
viewed by grade, sex, and race, students at Uptown High consistently
rate their school lower in terms of help they received from it than
do the students at Downtown High. However, within each school, there
is no difference in perceptions about the help they received relative
to these three variables. In terms of expectations, each school
wants more assistance in each area to the same degree. Further,
across schools, all students, regardless of grade, sex, and race,
have almost identical expectations from their schools. These varia-
bles do not reflect any differences of opinions in terms of individual
needs.
In relation to the students' homogeneous groupings, the same pat-
tern prevails in that the students at Uptown claim they received less
help with socialization/affective skill development than their counter-
parts at Downtown. The greatest similarity in expectations is between
the "AP" section at Uptown and the "DE/COE" sections at Downtown. In
all other groupings between the two schools, the need for more help is
about the same, with the upper end of the continuum desiring more than
those at the lower end.
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School Performance in Socialization Area Viewed
i_n_Keiation to Student Satisfaction/Dissatisfaction
—-
—Uptown High School
. In viewing the socialization factor as a
whole in Table 4.22, over one-quarter (28%) of the students appear "con-
tent with their school's endeavors. In terms of "wanting more," stu-
dents say their top three priorities are:
Learning the way it really is in the adult world. (58%)
Improving my self-confidence. (53%)
Learning how to get along in the adult world. (50%)
Their least priority appears to be "Learning how to get along with the
opposite sex" with over a quarter (28%) of the students asserting that
they "want more" instruction. To accurately examine the final
classification--"no opinion"--it becomes necessary to divide this
category into its two sub-groups as discussed earlier. The data
reflect that the four items defined as being of a personal nature
reveal somewhat higher percents as a group that are not consistent with
the other five items in this classification. While over one-fifth
(22%) of the students offer "no opinion" in relation to these four
items, only 11% voice "no opinion" to the remaining five. In one area,
that of "Learning how to get along with the opposite sex," more stu-
dents say they are "content" with whatever the school's offerings are
as compared to those who want the school to do more.
B. Downtown High School . The socialization items in Table 4.23
indicate that one-third (32%) of all students are satisfied with what
the school is doing in this area. Also, close to a fifth (18%) feel
the school is doing too much. In terms of "wanting more," the largest
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percent of students rate two items with similar percents as those they
would like the school to emphasize more:
Learning the way it really is in the adult worldImproving my self-confidence. (36%)
'
The lowest priority item-"Learning how to get along with the opposite
sex
-is viewed by 22% as an area in which they would want additional
support from the school. In relation to students who have "no opinion,"
as seen in the two sub-groups, over one-quarter (27%) express "no
opinion" in the area dealing with personal matters, while an average of
15% have "no opinion" in the other five items. The data reveal six
items in which more students are "content" with present school offerings
being compatible with their needs as compared to the number of students
who feel the school is not doing enough to service them. Although most
of these percentages are too close to make any conclusive statement,
one item seems to present an emphatic case- "Learning how to get along
with the opposite sex." This item reveals approximately one-third of
the students who are satisfied with the school's work, while the remain-
ing two-thirds of the student body are fairly equally divided among the
remaining three classifications: getting more, want more, no opinion.
In general
,
the student body appears to present a mixed viewpoint
between those who are "content" and those who "want more." Further, in
the four-item sub-group, the choice of "no opinion" adds another dimen-
sion for large groups of student response.
C. Comparison Between The Two Schools
.
These data continue to
illustrate and support the earlier findings which show students divided
over the issue of introducing socialization skills into the curriculum.
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In terms of students who are "content" with the amount of help they are
getting in relation to what they want, approximately the same amount at
both schools (28% at Uptown and 32% at Downtown) feel their needs are
being met. In only one area are Uptown students much less satisfied
than their contemporaries at Downtown and that is in the area of
"Learning the way it really is in the adult world," where only 21% are
"content" as compared with 32% at Downtown. In the classification of
"wanting more," the percents at Uptown are higher than those at Downtown
with an average of approximately 44% of the student body at Uptown
requesting more than they are getting in this area. At Downtown, an
average of about 30% say they "want more."
The idea of "Improving my self-confidence" (second on both lists)
appears to be the main concern of students in the area of affective
skill development. Over half of Uptown's students and almost 40% of
Downtown's say they need more help than they are getting in this area,
while approximately 65% of the students at both schools state a need
for "a great deal/some help" here. In the classification of "no
opinion," when viewing the items of a personal nature separate from the
full list of socialization items, approximately one-quarter of both stu-
dent bodies are uncertain about how to respond to these types of con-
cerns. In relation to the two classifications of "content" and "want
more," Downtown students seem more "content" with the school's offer-
ings than do Uptown students as larger numbers of Downtown students are
more satisfied accepting the current course of study (in specific areas)
as compared to those who "want more." In only one area--"Learning how
222
to get along with the opposite sex"~do both schools have more students
who are content with present efforts on the part of the school, as
compared to students who feel the school is not offering enough help
to suit his/her needs.
Relationship Between Student Satisfa ction/
Dissatisfaction and Selected Variables'
Data are presented more specifically by the two sub-groups that
make up this factor and are correlated by variables of grade, sex,
race, and homogeneous grouping.
—
—
U
ptown High School
. Table 4.24 indicates averages of the per-
cents in the four classifications under review by grade, sex, and race
for the following five items:
Improving my self-confidence.
Improving my ability to get along with all kinds of people.
Learning to recognize the difference between right and
wrong.
Learning how to get along in the adult world.
Learning the way it really is in the adult world.
In the area of grade
,
the data portray seniors as "wanting more"
than sophomores and juniors (53% as compared to 46% and 49% respec-
tively). As students progress through school, they appear to be ask-
ing for additional assistance in all items found in this category. The
largest differences occur in the following two items: "Improving my
self-confidence" and "Learning how to get along in the adult world."
In the former, 57% of twelfth graders as compared to 46% of tenth
graders feel they want more help in this area of self-esteem. In the
latter item, 55% of the seniors, compared to 46% of the sophomores,
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feel the same way. In relation to the issue of sex, there is no
observable difference in student attitudes; therefore, this variable
does not appear to be a factor in student opinion in this category.
In relation to race. Black students are found to be more accepting of
the status quo and less demanding of their school for more help in con-
trast to their White peers in all items in this category. Thirty per-
cent of Black students are "content," while 26% of the White students
feel this way; whereas, 42% of Black students "want more," 50% of the
White students assert this. The two racial groups are closest in
"Improving my ability to get along with all kinds of people." Here,
31% White and 33% Black students are "content," while 39% White and
36% Black "want more." They are furthest apart in "Learning the way
it really is in the adult world." Thirty-one percent of the Black stu-
dents are "content," and only 21% of the White students feel satisfied.
With 44% of the Black students asking the school for additional support,
59% of the White students feel the school would be giving them more
hel p.
Table 4.24 shows averages of the percents in the four classifica-
tions under review for the following four items:
Becoming independent of my parents.
Preparing me for marriage and children.
Getting along with my parents.
Learning how to get along with the opposite sex.
In the area of grade
,
the pattern found in the other part of this
category prevails here also, although the percentages are smaller.
Forty-three percent of the seniors want more assistance in dealing with
these personal items as compared to 34% of the sophomores and 36% of
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the juniors. The largest difference of opinion is seen in the item
"Becoming independent of my parents," where 43% of the twelfth graders
say they want additional support compared to 31% and 35% of the tenth
and eleventh graders who feel the same way. As discussed earlier, a
person's sex does not appear to influence his/her opinions about school-
ing in this area. In terms of race
.
White students, 38% to 31% over
Black students, affirm that they want the school to do more than it is
currently doing in this area of personal concerns. The biggest dif-
ference is found in the item "Preparing me for marriage and children,"
where 47% of the White students declare they want more help as compared
to 35% of the Black students. In addition, within this sub-group is
found the highest percentage of "no opinion" responses--29% of the Black
students do not respond to these items as compared to 20% of their White
classmates. The largest difference is found in the item "Getting along
with my parents," where 24% of the White students have "no opinion,"
while 37% of the Black students do not express an opinion on this
item.
In sum, the older students, those getting ready to graduate from
high school, generally appear to be the most discontented group in the
school as compared to the younger students in rating the school's per-
formance in relation to their needs in the socialization area. Addi-
tionally, Black students appear to be more satisfied with the school's
performance than their White peers as the White students are assert-
ing they want more than the school offers in socialization mat-
ters.
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Presentation of the data relative to homogeneous grouping is dis-
played in Table 4.25. In comparing the overall averages of each hom-
geneous grouping for each sub-group, a higher percent of students say
they "want more- help in the five-item socialization sub-group as com-
pared to the personal item group. In the group of five items, more
students "want more" than those who are "content." Additionally, the
higher the track, the larger the number of students who say they "want
more." In the sub-group dealing with personal concerns, this pattern
is not consistent. More students in "Slow" classes say they are more
"content" with what they receive as compared to the number of students
who "want more." They are satisfied with what the school is doing in
this area and do not want additional help. The rest of the sections
still have more students who "want more" than who are "content." (The
"Averages" are equally divided.)
Only in the item, "Learning how to get along with the opposite
sex," does the pattern alter. Here, only the "APs" (64%) "want more"
from their school as compared to 18% who are "content" within their
own group. The other groupings have larger numbers of students who are
more "content" with what the school is doing as compared to those who
say more is needed. There are some additional individual item charac-
teristics of note. One item reveals consistency in opinion across all
tracks and that is "Preparing me for marriage and children." The item
has the largest percentage of students in each grouping who say they
want "more help" than in any other item in this sub-group. Further,
the "AP" section is usually the highest grouping who "want more" from
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their school in all issues with percentages far above the "Rapids."
An average of two-thirds of the "APs" say they want additional help in
all personal matter items with a high of 733! who "want more" informa-
tion in "Getting along with my parents."
—
—
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H i gh School
. Table 4.26 offers averages of the per-
cents in the four classifications under review by grade, sex, and race
for the live-item sub-group. The data seem to reveal a student body
that is similar and consistent in its perceptions. No discernible pat-
tern exists between grades
,
overall or by item. In fact, the per-
centages are all approximately the same. This similar situation exists,
also, by sex. Therefore, in terms of this category, grade and sex do
not appear to have an effect on student opinion. In relation to race
,
White students generally ask their school for "more help" in all
items—36% to 31%—over their Black peers.
Table 4.26 further denotes averages of the percents in the four
classifications under review by grade, sex, and race for the four-item
sub-group dealing with personal matters
. In relation to grade
,
upper
classmen seem to be more "content" with what the school has offered
them in this sub-group than are the lower classmen. (Thirty-three per-
cent contrasted with 25% and 29%. ) As for desiring more, approximately
one-quarter of the students in each grade level say the school needs to
offer more to satisfy their goals. Grade level does not seem to be
affecting students' demands. The same is true, once again, for sex .
Men and women are viewing the school situation in the same manner. In
terms of race, White students "want more" from their school than their
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Black classmates—29% to 25%. i„ this sub-group. Black and White stu-
dents tend to see the items in a similar vein; however, the item
"Preparing me for marriage and children" produces the widest separation
in opinion. Both groups are "content" with what is happening to the
same degree; however, while 37% of the White students "want more," only
28% of the Black students feel this way. The largest percent of Black
students (31%) have "no opinion" on this particular issue, while 23% of
White students do not express a viewpoint.
In sum, the researcher does not find a real difference in percep-
tions between males and females in viewing these socialization concerns.
In relation to grade, there is a slight difference in the sub-group
of personal issues; and in those instances, seniors appear to be more
content with the school's offerings than sophomores and juniors. In
terms of race, White students are less content than their Black class-
mates and are asking the school for more assistance than are their
Black peers.
In reviewing the data in Table 4.27 generated by Downtown's stu-
dents in the homogeneous groupings, the larger number of students are
"content" with the school's offerings as compared to those who "want
more." In the sub-group of five socialization items
,
there are more
"Stars" who want additional assistance than any other grouping. Almost
half (49%) as compared to 29% of their own track say that more is
needed in order to serve their needs. Within each of the other group-
ings, there are approximately as many students who say that whatever
the school is doing is meeting their needs as there are those who say
231
tO CD
I— o_
•—
t Z3o3 cco cd
<—
i
(— CO
c ZD
r^j o
C uj
i— oo oo z:
to o
CM
CO
o >-
CO
CO
z^o co
i—i Q_
I— CD
O- o
UJ cc
CD cd
QC CO
uj zd
Q_ CO
Q >-
ZD I
h- ^r
<o
3
.. <33 ZO UJ
3 1O LT>
CD—
'
e0O -r- <>sz c NNlOCO^^f
r- CM CM CM CM CM CMQ.O
CL 4-> <D3 E E tncooNtncMO (tJ O CM CM CO CM OO COe 3 S
cn
JD
=3
to
O',
E E <D
CD • 1- E
+-> +J O CO ^3" CO CM CO
1—
1
1
-*-> SL
CD
CD
+->
e
CD
+J OtOr-N^r-EQ CO CO CO CM CO CO
CD
C
OO -r- cfS3 C C'*. CO ^3- >53- 03 CM
1
— r— C\J r— r— p—
Q-O
CL +-> a)3 E E CO 03 cn 03 03 COO <33 0 CM CM CO CO COE 3 Z
cn
JD3
to
a,
E e a)
CD E
-t->
-t-> O ^r-ointoin
>—
i
+-> ZE
CD
CM CM CM 1— 1— 1—
cn CD
+->
E
CD
-t-> 1— I''- 1— CM 03 Cs
E CO CM CO CO CM CO
O
CD
(/>
3 2
O 0
CD cr 1
—
E E CO CD
CD -r- 03 UJ
03 a E rO -O O
O 3 CD 3 E *r- E 0
E O CL O CD CL <T3 \0 E 3 1— > (O D UJ
dz cd (O tO < DC (O Q
232
it is not enough. In the sub-group dealing with personal matters,
the data show that in most of the groupings, the students are fairly
equally divided among the three choices of being "content," "want
more," or having "no opinion." T„0 of the tracks-the "Super Slows"
and "Slows "—have larger percentages (close to one-third) of their
students feeling satisfied with the school's work in this sub-group
as compared to one-quarter of their ranks who feel the school is not
doing enough.
When viewed by individual item, the "Star" sections are, in most
instances, the ones who "want more" than any other grouping within
their school. The data do not appear to reflect any uniform pattern
among the groupings. Also, half of the students in the "DE" sections
say they are "content" with their school's efforts in the following
areas: "Learning how to get along in the adult world" and "Learning
the way it really is in the adult world." This is compared to approxi-
mately one-third of the students in all other groupings who feel this
way. The data indicate a definite attitude on the part of these stu-
dents who work outside the school and see these empirical experiences
as learning about the adult world. In general, the students at the
lower end of the achievement level continuum are more "content" and
want less than those at the upper end in almost every item. However,
the percentage of students who are "content" or who "want more" varies
according to item and the data do not tend to generate an overall con-
sistency in attitude in any group except for the "Super Slows" and
"Slows" who come closest to demonstrating this.
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c . Comparison Between
. The Two Schools
. Looking at the sub-group
~ fiVe it6mS ’ b0th sch00ls depict a similar pattern in the variable of
race. Although the percentages are different. White students in both
schools are more dissatisfied than their Black classmates with the
school's output in this classification in the area of socialization
and "want more" from the schools to meet their needs. In relation to
grade level, while the data do not appear to produce any difference in
opinion at Downtown, there is variance in attitude toward school's
performance at Uptown where seniors do not view the school as favorably
as do their classmates in the lower grade levels.
The data from the four-item sub-group of personal concerns
,
as
correlated with the various variables, reveal some similarities between
Uptown and Downtown High Schools. Race appears to be related to how
students from both schools look upon and evaluate their schooling.
White students from both schools expect more from their respective
schools than do Black students. Grade level also appears to have an
effect on perceptions and needs; however, to a more definitive degree
at Uptown than at Downtown. Also, the perceptions do not agree with
one another. At Uptown, seniors perceive the school's efforts as less
than sophomores and desire more in order that the school meet their
current needs. At Downtown, regardless of grade level, the same per-
centage of students are satisfied with their school's offerings. The
exception is in the area of personal affairs, where seniors appear
more satisfied than sophomores with the present curricular offer-
ings.
234
In analyzing the effect of homogeneous grouping upon the entire
factor, a similar pattern is found at both schools. In most instances,
the data show that the lower the track, the more "content" the stu-
dents say they are with their school's offerings; conversely, the
higher the track, the less contented they are with their school's per-
formance. Higher track students are more definite in answering the
items and, therefore, have fewer "no opinion" responses as compared to
the students in the lower tracks. It appears that the lower the track,
the more uncertain they are about answering a question. In addition
to having high percentages of "no opinion" responses, these so-called
Slower students usually have the highest percentage believing the
school "should give them no help" in these items as will be seen later
in this section. The higher the track, the less likely they are to
have noted a "no opinion" response. In the classification "gettinq
more," a higher percentage of lower track students, as compared to
those in the upper tracks, think they are receiving more from the
school in this socialization area than it should be giving them. Fur-
ther, it is the groups at the lower end of the ability grouping con-
tinuum that appear to be asking the least from their schools and,
therefore, are most satisfied with what exists. (It should be noted
that this pattern prevails across all factors.)
Relationship Between Degree of Help
and Selected Variables
Student responses to "This school has given me a great deal /some
help" and "This school should give me a great deal/some help" are
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reported here in relation to the socialization area. A sub-set of
student responses, drawn from the third section of Part Three which
summarized student evaluation of school performance across all factors,
is presented, specifically, within the two sub-groups in the socializa-
tion factor by variables grade, sex, race, and homogeneous grouping.
A. Uptown High School
. In relation to the five items in the
socialization factor
,
in all variable categories, every group says the
school ought to be performing better than it does, as depicted in
Table 4.28. According to grade, sex, and race, there is little dif-
ference within each of the categories in student perceptions regarding
help received and help wanted. In all individual items, the per-
centages are quite similar within each variable. Overall, in these
categories, an average of close to 40% of the students say they
received "a great deal/some help" from their school; however, almost
two-thirds of all these students feel the school ought to be giving "a
great deal/some help" in this area. In the area of race, more Black
students say they received a considerable amount of help as compared
to their White peers. To a slight degree, more White students want
additional help as compared to the Black students.
In relation to homogeneous grouping in the five-item sub-group ,
as seen in Table 4.29, the lower the grouping, the higher the number of
students who say they received considerable assistance from their
school, while the higher the grouping, the lower the rating given the
school for assistance. (The higher average figure for the "DE" group-
ing reflects a large percent of students who say they did receive "a
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great deal/some help" in the item, "Learning how to get along in the
adult world." The evaluation is probably based on the nature of their
course of study which requires part-time employment and part-time
in-class work, thereby putting these students in the adult world
daily.) In terms of the amount of effort the school should be putting
forth, the higher the track, the larger the percent of adolescents who
say they want much more help from the school.
In relation to the four items comprising the group of personal
concerns
,
in Table 4.28, in all items the various variable groupings
want more help than their school is providing. However, that addi-
tional help is wanted by approximately one-half of those requesting
help in the other items in this factor. Within each of these demo-
graphic groups, there is little variance in perceptions in relation to
the school's offerings (did) and student expectations (should). There
is a slight change in student expectation between the tenth and eleventh
graders on one hand and twelfth graders on the other. Seniors, to a
slightly higher degree (41.5%), say the school should be giving them
"a great deal/some help" as compared to sophomores (35.9%) and juniors
(34.7%). Although the percentage differences are small. Black stu-
dents continue to say they received more help from their school than
their White classmates, while the White students ask for more help than
their Black peers.
In regards homogeneous grouping relative to personal concerns, in
Table 4.29, there is general consistency in viewpoint. In most group-
ings, about one-quarter say they received "a great deal/some help."
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The exceptions are the "APs" and "ALPs". Within both of these group-
ings, students have indicated in specific items that no one received
"a great deal/some help." However, in each of those instances, half
of these groupings indicate they would like "a great deal/some help."
In terms of what they want from their school, one-half of the "APs"
say they want considerable assistance, while 45% of the "ALPs" feel
this way. The rest of the groupings find slightly over one-third say-
ing their school's performance ought to improve in this area in order
to meet their needs.
B. Downtown High School
. In relation to the five items in the
socialization factor
,
overall, in all demographic areas, all students
feel the school ought to be performing better than it does as demon-
strated in Table 4.30. Within each category, each group views the
school's output in approximately the same way. Close to one-half of
the students classified by these demographic categories find that the
school has given them "a great deal/some help," while close to 60% think
the school should be exerting this effort. There appears to be a slight
change in student evaluation of the help received between sophomores
on the one hand and juniors and seniors together on the other. Over
one-half (51.8%) of the tenth graders say they received "a great deal/
some help," while 46.7% and 46.6% of the juniors and seniors, respec-
tively, feel this way. Additionally, there seems to be a difference in
perceptions between Black and White students. More Black students say
they received "a great deal/some help" as compared to their White
peers, while more White students expect this amount of additional
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help from the school as compared to their Black classmates.
In regards homogeneous grouping relative to the five-item
sub-group, as depicted in Table 4.31, the lower the ability grouping,
the more students say they get from their school; the higher the group-
ing, the fewer the number of students who say they received "a great
deal/some help- from their school. (The higher figure enunciated by
the DEs reflects their out-of-school experiences, as described above,
relative to the "DEs" at Uptown.) In terms of what the school should
be offering here, the higher the grouping, the more is the demand upon
the school to give them "a great deal/some help." It is the "DEs" who
are the most pronounced about additional need in this area.
Relative to the sub-group composed of the four items dealing with
personal concerns , in Table 4.30, in all cases, all groups of students
are asking that the school provide more than it does. There is general
agreement among all variable groupings, with approximately 30% of the
students within each variable classification saying they received "a
great deal/some help." However, by grade, data reveal that an average
of one-quarter (25.4%) of the senior class feel they are not receiving
as much help as they need as compared to the sophomores. An average
of one-third (33.5%) of the tenth grade class say they are receiving
"a great deal/some help." However, within all three grade levels,
there is an average of approximately 40% who say they want "a great
deal/some help" from their school. There is no discernible difference
between the sexes and between the racial groups in viewing the assis-
tance received in these personal items. In terms of what the school
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Should be doing with these considerations, there is no visible dif-
ference between the grade levels or sexes. In regards race, in all
items the White students are asking by higher percentages for addi-
tional support from their school.
Concerning homogeneous grouping relative to the personal items
sub-group in Table 4.31, there is a division in the perceptions between
the "Slower" groupings and the rest of the tracks with one-third of the
lower groupings saying they received "a great deal/some help," while
approximately one-quarter of the rest of the groups say they received
this amount of help. The exceptions are the "DEs" who feel as the
"Slower" groups in terms of the amount of help received from the
school. (The "DEs" usually have the largest percent of students who
say they received "a great deal/some help" in each of these four
items.) In relation to what the school should be doing in this area to
satisfy student needs, it is the "DEs" (52.5%) and "Super Slows"
(41.6%) with the largest number of students who are closest in view-
point in terms of wanting the school's participation here. Specifi-
cally, the DEs have two-thirds (66.7%) of their grouping who feel
the school ought to be giving them considerable assistance in "Prepar-
ing me for marriage and children."
C. Comparison Between The Two Schools
. When viewing the two
sub-groups by demographic variables, both student bodies agree that the
school should be offering more in terms of "a great deal/some help" in
relation to the five-item socialization group as compared to the four-
item group concerned with personal matters. However, they feel the
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school should be doing more than it does in the items of a personal
nature.
Relative to the five-item sub-group by grade, sex, and race,
while the students at Uptown rate their school's performance lower than
Downtown's students in terms of "a great deal/some help," all groups
say they want the school's offerings increased to approximately the
same degree. As viewed by race, in both schools. Black students say
they received more help than Whites and White students are asking for
more help than their Black classmates.
In terms of homogeneous grouping, the data show both schools with
the same pattern-the lower the ability grouping, the greater the num-
ber of students who say they received "a great deal /some help" as com-
pared to those at the upper end of the ability grouping continuum. Con-
versely, in terms of what they feel the school should be doing, the
data reveal that the higher the grouping, the larger the demand for
help as compared to the lower groupings. The "APs" at Uptown and the
DEs at Downtown are closest of all groupings in their viewpoints
about what the school should do to meet their needs.
In viewing the four-item sub-group, generally, in each demographic
grouping, students at Uptown rate their school's performance lower in
terms of "a great deal /some help" as compared to Downtown's students.
However, in relation to student expectations, the percentage of stu-
dents desiring additional support are quite similar. The pattern
revealed at Downtown in regards grade, with seniors seeing their
school's performance as less than the sophomores, does not occur at
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Uptown. At Uptown, however, seniors expect more than the lower class-
men from the school in order to have their needs met. In view of this,
the data do not appear to generate a pattern relative to grade level
in this particular sub-group of items. The racial pattern at both
schools, to a slight degree, reveals Black students who say they are
getting more from their school than their White schoolmates. Further,
more Whites than Blacks are saying that their school ought to be giving
them "a great deal /some help."
Relative to track, while there is no definitive pattern at Uptown,
Downtown finds its "Slower" groupings feeling they received more than
the upper ability groupings in terms of school performance. In terms
of what the school should be doing, in every instance, students at
both schools have demanded more from their school compared to what they
have gotten. However, in the items concerned with personal issues, in
most of the tracks at Downtown, greater percentages of students are
asking for "a great deal /some help" from their school as compared to
their academic grouping counterparts at Uptown. This is the only
instance where Downtown students have asked their school for more
assistance as compared to the students at Uptown. In all other areas,
Uptown students have demanded more than their cross city counterparts.
In this sub-group, the "APs" at Uptown and the "DEs" at Downtown have
the most similar perceptions in relation to their expectations about
their school's performance.
246
Re]ation S hi p Between Socializatio n items andS tudent Response of "DiBand Should Receive No Help"
This section is presented as a complement to the preceding one by
offering data to student responses of "This school has given me no
help at all and This school should give me no help at all."
—
UPtown Hl> Sch0°L In the area of socialization skills, in
Table 4.32, data are viewed in terms of the two sub-groups recognized
by the students. An average of almost one-half the student body (48%)
say they received "no help" in the items comprising the area dealing
with personal concerns. Close to one-third (31%) say they received
"no help" in the other area composed of five items
. Two items produce
a "did receive no help" response from almost 60% of the students:
"Preparing me for marriage and children" and "Getting along with my
parents." In relation to what the students say they should not be
getting from their school in this area, approximately one-quarter (26%)
say the school should not become involved in the area of personal con-
cerns, while 11% feel this way about the other issues in the socializa-
tion group. These data reflect one-quarter of the students who say
they are "content" with the fact that their school offers "no help" in
personal issues affecting their lives because they do not want the
school to become involved.
B. Downtown High School
. In viewing the area of socialization
skills in Table 4.33, the data reveal a separation the students see
between the two sub-groups comprising this factor. Looking at the
four items classified as being of a personal nature
,
an average of 36%
of the student body say they received "no help" from the school in
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preparing for these functions, while in relation to the other five
items, 22% feel this way. This is the same percent who said they
received "no help" from the school in preparing them for the world of
work. The items which a full 40% of the student body say they
received "no help" in at all are: "Preparing me for marriage and chil-
dren" and "Getting along with my parents." In relation to what the
students feel they should be getting from the school in the area of
personal concerns, an average of over one-quarter (27%) of the students
believe the school should do nothing. An average of 15% feel the
school should not become involved in the five socialization/affective
skill items.
—
—Comparison Between The Two Schools
. The hiqhest percent of
students in relation to the other two factors, at both schools, say
their schools give them "no help" and should be giving them no help in
the area of socialization skills. The largest percent of students at
both schools say they received "no help" in the same two items:
"Preparing me for marriage and -children" and "Getting along with my
parents." The figures at both schools represent large numbers of
adolescents who never have had subjects of an affective nature taught
to them in the classroom. The percent of students at both schools who
feel the school should not interfere in socialization concerns are
almost the same. Specifically, regarding the personal items, an
average of one-quarter of the students at both schools say school
should not offer instruction in this area.
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Part Seven :
Student Opinion About Teachers
Purpose
The purpose of Part Seven is to present student opinion about
teachers as part of the student evaluative process relative to their
schooling experiences. A question about teachers, containing 22 items,
included on the survey instrument asked students to choose how many of
their teachers throughout their entire high school years best identi-
fies with each of these issues. The stem sentence of the question
is:
Here are some questions about teachers. Think about all
of the teachers you have had since you started high school
and choose how most, much, some, or few of the teachers
are doing these things.
Most of my teachers (between 75%-l 00%)
Many of my teachers (between 50%-74%)
Some of my teachers (between 25%-49%)
Few of my teachers (between 0%-24%)
There are many ways that the question relative to teachers could
be viewed and many ways that the data received could be analyzed. For
the purpose of the study, the researcher chooses to look at the ques-
tion as ancillary information to the main emphasis as reflected specifi-
cally in Parts Two through Six of the chapter. The information pre-
sented in this part is intended to complement the major thrust of the
study. The intent is to look at how students view the manner in which
their teachers fulfill their role as the deliverers of those items
comprising the three factors. What is being investigated is where
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students see their teachers in relation to their role, manner, and con-
cerns in the classroom.
To gather this information, the researcher divides the 22 items
into two fundamental areas of pedagogy: (1) affective development,
where emphasis is placed on positive relationships; and (2) cognitive
skill development, where emphasis is placed on the transmission of
knowledge. By seeing student reactions to their teachers viewed from
this type of scale (cognitive-affective), one can see, through the
eyes of the students, how teachers view their role. Data are pre-
sented using total school populations only.
Two methods of analyses are presented. First, data are presented
using mean scores with items arranged in rank order by school to show
how students perceive their teachers. A mean score of four is equal
to most of my teachers," with a mean score of one being equal to a
"few of my teachers." Second, items are presented using adjusted fre-
quency scores by percent. The purpose for presenting this table here
is to portray where each school's total population has placed all of
their teachers on the continuum from "most-few." The "Frequencies"
sub-program is part of SPSS and causes the computer to print one table
for each questionnaire item which shows the number and percentage of
students who have chosen each response. The actual number is referred
to as the "absolute frequency"; that percentage is referred to as the
"relative frequency." This frequency includes a percent equal to the
number of cases which are "out of range" of the correct number of
responses. Therefore, the "adjusted frequency" is offered which
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computes and redistributes the "out of range" cases into the correct
response continuum according to the percentage of known responses.
Items have been divided into the following two groups for purposes
of analysis.
Emphasis on Positive Relationships With Students (10 Items)
Teachers are pleasant and cheerful.
Teachers give reasons why we study each of
of our subjects.
Teachers think students are important peo-
ple.
Teachers care about me and my problems.
Teachers encourage class participation'and
discussion.
Teachers ask us what we want to learn.
Teachers enjoy teaching students.
Teachers don't really listen when students
ask questions.
Teachers try to make their classes enter-
taining.
Teachers think it is important to be
friendly with students.
Emphasis on the Transmission of Knowledge (12 Items)
Teachers organize their courses clearly.
Teachers try to be sure that students
understand the work that is done in class.
Teachers get upset if I don't pay attention
in class.
Teachers like you if you do what they tell
you.
Teachers go too fast for me to learn things.
Teachers ask unimportant things on their
tests
.
Teachers know a lot about the subjects they
teach
Teachers place too much importance on tests.
Teachers like the brightest students best.
Teachers give me too much work to do.
Teachers are fair in giving grades.
Teachers are clear about what they expect
in assignments and tests.
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Many of the items found in the first classification can be viewed
as being- of an affective or humanistic nature, with teachers treating
their students more as adults or equals. The items comprising the
second classification can be identified as being cognitive in nature
with teachers stressing and being concerned with subject matter and
classroom decorum. It should be realized that some overlap in these
concepts in inevitable.
Because of the large amount of data available for this question,
the researcher has chosen to present analysis from this specific per-
spective at this time. Additional data are planned for presentation
at a later date. Data selected for presentation here reflect only
the perceptions of the full student populations of each school in rela-
tion to the school of pedagogy emphasized by their teachers in the
classroom.
A. Uptown High School
. The item listing in Table 4.34 by mean
scores indicates students rate their teachers best in the academic
matters areas. All but one of the highlighted items are related to
the business of subject matter. As for the bottom half of the list,
the reverse occurs where all but one item is concerned with student-
teacher relationships. Because three items asked were considered to
be phrased in the negative, they were not included in the rank order-
ing. They are listed separately because in this instance, the lower
the mean score, the better one would tend to view the teachers.
Adjusted frequency scores are presented in Table 4.35. The
largest number of students (52.5%) report that "most" of their
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TABLE 4.34
UPTOWN: STUDENT RATINGS OF TEACHERS
(MEAN SCORES)
Teachers like you if you do what they tell you. 3 2
Teachers place too much importance on tests. 2 9
Teachers like the brightest students best. 2.9
Teachers get upset if I don't pay attention in class. 2.8
Teachers know a lot about the subjects they teach. 2.8
Teachers encourage class participation and discussion. 2.6
Teachers organize their courses clearly. 2.5
Teachers are clear about what they expect in assignments and tests. 2.4
Teachers try to be sure that students understand the work that
is done in class. 2.3
Teachers are fair in giving grades. 2.3
Teachers enjoy teaching students. 2.2
Teachers give me too much work to do. 2.1
Teachers are pleasant and cheerful. 2.0
Teachers think it is important to be friendly with students. 2.0
Teachers think students are important people. 1.9
Teachers give reasons why we study each of our subjects. 1.7
Teachers try to make their classes entertaining. 1.7
Teachers care about me and my problems. 1.6
Teachers ask us what we want to learn. 1.4
Negative bias questions: The lower the mean score indicates that the teachers and school
are seen in a more favorable manner.
Teachers ask unimportant things on their tests. 2.0
Teachers don't really listen when students ask questions. 1-5
Teachers go too fast for me to learn things. ^
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TABLE 4.35
UPTOWN: STUDENT VIEWS OF TEACHERS
(ADJUSTED FREQUENCY PERCENTS)
Teachers organize their courses clearly.
Teachers try to be sure that students under-
stand the work that is done in class.
Teachers get upset if I don't pay attention
in class.
Teachers like you if you do what they tell you.
Teachers are pleasant and cheerful.
Teachers go too fast for me to learn things.
Teachers give reasons why we study each of our
subjects.
Teachers ask unimportant things on their tests.
Teachers think students are important people.
Teachers care about me and my problems.
Teachers know a lot about the subjects they
teach.
Teachers encourage class participation and
discussion.
Teachers ask us what we want to learn.
Teachers place too much importance on tests.
Teachers like the brightest students best.
Teachers enjoy teaching students.
Teachers give me too much work to do.
Teachers are fair in giving grades.
Teachers don't really listen when students
ask questions.
Teachers are clear about what they expect in
assignments and tests.
Teachers try to make their classes entertaining.
Teachers think it is important to be friendly
with students.
18.3% 30.4%
13.7 28.2
33.4 26.1
52.5 25.0
6.4 20.3
6.6 11.8
6.8 13.1
12.1 16.3
9.1 18.0
3.6 9.8
28.5 33.7
22.2 31.5
CVJ 5.5
40.3 24.7
36.2 27.1
9.6 24.6
13.3 16.9
15.1 26.9
8.8 13.9
15.0 28.9
5.4 13.1
9.4 19.2
35.3% 16.1%
35.0 23.1
24.3 16.2
14.3 8.1
38.0 35.2
33.5 48.1
24.6 55.5
34.7 36.8
34.1 38.8
27.3 59.2
25.8 11 .9
30.8 15.5
17.3 74.5
22.1 12.9
22.5 14.2
42.3 23.5
37.4 32.4
32.8 25.2
35.8 41 .6
35.3 20.8
31 .5 50.0
34.4 37.0
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"Teachers like you if you do what they tell you," while one-quarter
(25.0%) say "many" of their teachers react this way. Forty percent
say that "Teachers place too much importance on tests." In terms of
where students see the fewest of their teachers, almost three-quarters
(74.5%) of the student body report that "few" of their "Teachers ask us
what we want to learn." One-half say "few" of their teachers "care
about me and my problems," "give us reasons why we study each of our
subjects," "try to make classes entertaining."
B. Downtown High School
. The item listing in Table 4.36 by mean
scores indicates students give their teachers highest grades for their
performance in cognitive concerns as compared to areas of affective
considerations. Conversely, the second half of the list is dominated
with student relationship items.
Adjusted frequency scores are presented in Table 4.37. The
largest percent of students (43.4%) say that "most" of their "Teachers
like you if you do what they tell you," while an additional one-quarter
(24.1%) say that "many" of their teachers act this way. In relation
to where students view the fewest of their teachers, two-thirds (66.2%)
say that "few" of their "Teachers ask us what we want to learn." Close
to one-half (47.1%) say that "few" of their "Teachers care about me and
my problems."
C. Comparison Between The Two Schools . Upon reviewing the data
from Uptown and Downtown High Schools in Tables 4.34 to 4.37, the rank-
ing of items by mean scores is found to be quite similar. The data
also reveal great similarities in how students at two different schools
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TABLE 4.36
DOWNTOWN: STUDENT RATINGS OF TEACHERS
(MEAN SCORES)
Item
Mean Score
Teachers like you if you do what they tell you.
Teachers know a lot about the subjects they teach.
Teachers organize their courses clearly.
Teachers try to be sure that students understand the work thatis done in class.
Teachers get upset if I don't pay attention in class.
Teachers like the brightest students best.
Teachers place too much importance on tests.
Teachers are clear about what they expect in assignments and tests.
Teachers encourage class participation and discussion.
Teachers think it is important to be friendly with students.
Teachers think students are important people
Teachers ehjoy teaching students.
Teachers are fair in giving grades.
Teachers are pleasant and cheerful.
Teachers give reasons why we study each of our subjects.
Teachers give me too much work to do.
Teachers try to make their classes entertaining.
Teachers care about me and my problems.
Teachers ask us what we want to learn.
3.0
2.8
2.6
2.6
2.6
2.6
2.5
2.5
2.4
2.4
2.3
2.3
2.3
2.1
2.1
2.0
2.0
1 .9
1.6
Negative bias questions: The lower the mean score indicates that the teachers and school
are seen in a more favorable manner.
2.0
1.9
Teachers don't really listen when students ask questions.
Teachers go too fast for me to learn things.
Teachers ask unimportant things on their tests. 1.9
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TABLE 4.37
DOWNTOWN: STUDENT VIEWS OF TEACHERS
(ADJUSTED FREQUENCY PERCENTS)
Most Many Some
Teachers organize their courses clearly. 27.3% 25.1% 27.5% 20.1%
Teachers try to be sure that students under-
stand the work that is done in class. 28.3 24.7 26.3 20.7
Teachers get upset if I don't pay attention
in class. 33.2 19.7 25.4 21.7
Teachers like you if you do what they tell you. 43.4 24.1 17.5 15.0
Teachers are pleasant and cheerful. 11 .6 19.9 33.1 35.3
Teachers go too fast for me to learn things. 10.7 13.9 28.6 46.9
Teachers give reasons why we study each of our
subjects. 16.5 18.4 22.0 43.1
Teachers ask unimportant things on their tests. 12.4 13.8 26.8 47.7
Teachers think students are important people. 21 .1 19.3 24.8 34.9
Teachers care about me and my problems. 11.1 17.0 24.8 47.1
Teachers know a lot about the subjects they
teach. 36.4 24.8 21 .5 17.3
Teachers encourage class participation and
discussion. 20.4 25.1 26.9 27.6
Teachers ask us what we want to learn. 6.8 10.5 16.5 66.2
Teachers place too much importance on tests. 25.5 23.0 24.9 26.6
Teachers like the brightest students best. 32.3 19.1 21 .2 27.4
Teachers enjoy teaching students. 18.1 24.9 30.6 26.4
Teachers give me too much work to do. 13.7 15.3 25.2 45.8
Teachers are fair in giving grades. 21 .5 20.2 23.9 34.4
Teachers don't really listen when students
ask questions. 13.3 17.0 24.7 44.9
Teachers are clear about what they expect in
assignments and tests. 24.0 22.8 28.3 25.0
Teachers try to make their classes entertaining. 13.3 18.5 27.6 40.6
Teachers think it is important to be friendly
with students. 22.2 22.1 26.3 29.3
259
view their respective teachers. Students from both schools say they
have approximately the same number of "Teachers (who) like you if you
do what they tell you." A mean score of 3.2 is recorded at Uptown and
a mean score of 3.0 is reported at Downtown indicating that "many" of
their teachers act this way. At the other end of the list, both
schools note the same three items last: "Teachers try to make their
classes entertaining" (Uptown— 1.7; Downtown— 2.0) ; "Teachers care
about me and my problems" (Uptown-1.6; Downtown-1.9); "Teachers ask
us what we want to learn" (Uptown--!
.4; Downtown— 1 .6) . Downtown High
students are saying that "some" of their teachers, to a varying degree
based on the item, behave in that way, while at Uptown, the students
find closer to "few" teachers who ask them what they want to learn.
Students are also saying that only a "few" to "some" really care about
them as individuals and about their own academic concerns. Further,
students find this same number concerned about the manner in which
they present their subject matter and the type of learning environ-
ment they create during the educational process.
The data seem to be depicting students who are rather critical of
their teachers. For example, in a rather traditional -type question—
"Teachers know a lot about the subjects they teach"— students find
close to "many" who do. This is an issue in which one would tend to
see students giving their teachers high grades. Yet, at Uptown and
Downtown the mean score is the same at 2.8. The item does rank high
on the students' lists; however, translated into actual number of
teachers who fit the description, it is less than half.
260
In relation to the three negative bias questions, students at
both schools see "some" of their teachers asking unimportant things
on tests, not listening to their questions, and going too fast for
them to learn.
The adjusted frequency scores do confirm the picture portrayed by
the mean scores. The largest percentage of students from both schools
say that "most" and "many" of their "Teachers like you if you do what
they tell you. Further, the largest amount of students say that "few"
of their "Teachers ask us what we want to learn."
In sum, based on the author's original premise that these ques-
tions reflect the differing pedagogical philosophy of emphasis on the
cognitive or affective, it seems fair to say that on the basis of the
data, the majority of teachers in both schools are concerned with
transmitting knowledge to their students with little regard for dealing
with individual student concerns. The fact that students see their
teachers as more subject-oriented substantiates their observations that
the school does do the most and performs the best in the area of cogni-
tive skill development. Although critical in their evaluation, the
students appear to have been discriminating in their assessments. In
terms of the negative bias questions, they find a low "some" of their
teachers who demonstrate negative behavior and attitudes toward them.
It is assumed they have given fair grades to their teachers and are
accurate in their evaluation.
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Part Eight :
Student Perceptions of How His/Her Goals Are Met
Within the Educational System
Purpose
The purpose of the question is to learn what students deem as
being important to their lives, what they aspire for their futures.
Students were asked to respond to the following question:
How important is it to you to do the followina things in
your life?
Most important to my life.
Fairly important to my life.
Not very important to my life.
Least important to my life.
Presentation of the data for this question includes the use of mean
scores for rank ordering the 17 items comprising this inquiry. A mean
score of four is equal to "most important to my life," with a mean
score of one being equal to "least important to my life." Because a
four-point scale was used, plus the fact that students were inclined to
see most items at the top end of the scale, responses tended to load
together. Further data presentation includes observations of the
adjusted frequencies (by percent) and comments on crosstabulation find-
ings by grade, sex, race, and homogeneous grouping using percents in
relation to what is most important to students' lives.
School Perceptions by Mean Scores and Adjusted Frequencies
This section reports responses of the full student bodies of both
schools in relation to what is "most important" to their lives.
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^—Uptown High School. The manner in which students rate what
is most important" to his/her life is depicted in Table 4.38 by mean
score. Students rank "Work at a job which I like" as their first
priority for the future, while the idea to "Be famous" is ranked last.
Additionally, specific student aspirations in relation to what is most
important to student lives are presented in Table 4.39 using adjusted
frequency scores (by percents). (The full list of adjusted frequen-
cies noting all response categories is in Appendix E.) The list
depicts the top four priority items which tended to cluster together.
These top items denote over three-quarters of all students as being
most concerned with the establishment and fulfillment of their own
personal lives, security, and happiness.
B. Downtown High School
. Student ranking of what is "most impor-
tant" to their lives is depicted in Table 4.40 by mean scores. Most
students say that to "Work at a job which I like" is their main goal
for the future. Further, specific student aspirations are presented
in Table 4.41 using adjusted frequency scores (by percents). (The
full list of adjusted frequencies noting all response categories is in
Appendix F.) The first five priorities are noted. "Work at a job
which I like" is considered by 80% of the student population as their
prime future concern. The next four items cluster together with
approximately two-thirds of the student body rating these concerns as
"most important" to their lives.
C. Comparison Between The Two Schools . Viewing the individual
item priority lists according to mean score and frequencies, a great
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TABLE 4.38
UPTOWN: STUDENT ASPIRATIONS USING MEAN SCORES
Item
Work at a job which I like
Find personal happiness
Have someone to love
Have a happy family life
Stand up for my own rights
Live life my own way
Be respected by my friends and associates
Make lifelong friendships
Understand other people
Help or serve others
Make a lot of money
Continue to learn on my own
Change the world for the better
Have a job that makes me important and powerful
Try to be what my parents expect of me
Do what is expected of me by society
Be famous
Mean Score
3.8
3.7
3.7
3.6
3.5
3.5
3.3
3.3
3.3
3.1
3.0
3.0
2.8
2.5
2.5
2.4
2.0
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TABLE 4.39
UPTOWN: STUDENTS "MOST IMPORTANT" ASPIRATIONS
(TOTAL SCHOOL POPULATION)
Work at a job which I like
Find personal happiness
Have someone to love
Have a happy family life
Most Important To My Life
80.9%
79.9
78.5
73.4
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TABLE 4.40
DOWNTOWN: STUDENT ASPIRATIONS UING MEAN SCORES
Work at a job which I like
3.7
Find personal happiness
3.5
Stand up for my own rights
3.5
Have someone to love
3.5
Have a happy family life
3.5
Live life my own way
3.3
Be respected by my friends and associates 3.3
Understand other people 3.2
Make a lot of money
3.2
Make lifelong friendships
3.1
Help or serve others 3.1
Continue to learn on my own 3.1
Change the world for the better 2.9
Try to be what my parents expect of me 2.9
Have a job that makes me important and powerful 2.8
Do what is expected of me by society 2.7
Be famous 2.3
TABLE 4.41
DOWNTOWN: STUDENTS "MOST IMPORTANT" ASPIRATIONS
(TOTAL SCHOOL POPULATION)
Most Important To My Life
Work at a job which I like
Have a happy family life
Have someone to love
Find personal happiness
Stand up for my own rights
80.0%
69.5
68.9
67.4
66.8
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deal of similarity between the two student bodies is found in terms of
how they order their future aspirations. The number one item on both
lists, including similar percents- ,,Work at a job which I like"~
suggessts a reason for the earlier findings which show student demands
of their school to be highest in the area of job preparation. In both
cases, the top four items are the same. However, as part of that top
grouping. Downtown students include to "Stand up for my own rights."
The last item on both lists— "Be famous"— is not very important to the
lives of most students in both schools as a whole. However, students
in the Slower" groupings rate this item "most important" by higher
degrees than any of the other groupings. This issue, as well as
others, becomes more important when viewed by specific variable as
compared to the total school population.
The next section looks at these data more specifically through the
variables of grade, sex, race, and track.
Student Aspirations Viewed by Grade
Data are presented in the following manner. Within each school,
data that show distinguishable differences between the grade levels
are reported. In the comparison section, items are depicted which
reflect notable differences in the grade level of counterparts between
both schools, with similarities usually found to exist within the
respective schools. This procedure will be used in viewing student
aspirations by each variable.
A. Uptown High School . Data analysis based on the variable of
grade, indicates no real differences in perceptions on all issues in
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terms of what is "most important" to their lives within Uptown's stu-
dent population.
Downtown Hig h School
, The variable of grade in Table 4.42
suggests a change in attitude does occur between the tenth and twelfth
grade in four items. In one~"F1nd personal happiness"~the percentages
increase, according to grade level, indicating this issue becomes more
important to students as they get older. The reverse is evident in the
other three items, where sophomores view these issues as more important
to them than to seniors. Almost one-half (48.8%) of all tenth graders
say that to "Make a lot of money" is "most important" to them.
C. Comparison Between The Two Schools
. The data reveal a dif-
ference in perspectives between students by grade levels between the
two schools in the items presented in Table 4.43. In only one item of
the six noted that portray differences between the schools, do more
Uptown students view an issue as being more important to them than
Downtown students, and that is to "Find personal happiness." In all
other items listed, more Downtown students find these issues to be
more important to them as compared to their grade opposites at Uptown.
In viewing these five items, in almost all instances, more tenth
graders say these issues are "most important" to them than do upper
classmen. (Full listings of what students see as "most important" by
grade are in Appendix G.)
Student Aspirations Viewed by Sex
The variable of sex, which in other issues has not demonstrated
any real differences in opinion, reveals some differences in terms of
TABLE 4.42
DOWNTOWN: "MOST IMPORTANT" DIFFERENCES IN STUDENT ASPIRATIONS
BY GRADE
Item
“TO
Grade
1
1
1 0
Find personal happiness 64.8%
1 1
64.1%
1 c
76.2%
Make a lot of money 48.8 41 .0 36.6
Be famous 22.4 16.6 10.7
Have a job that makes me
important and powerful 38.8 32.5 27.7
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what is “most important" to the futures of men and women. Data are
presented for those items which show distinguishable differences
between the sexes
.
In Table 4.44, on only one of the 1ssues~“Make a lot of money”~
do higher percentages of males view this item as more important than
their female classmates. In the other issues noted, to varying degrees,
females find these more important than do their male schoolmates. In
fact, relative to the issues which rank highest overall, an average of
73% of the men rate them "most important" as compared to 83% of the
women
.
B.
.
Downtown High School
. In Table 4.45, three items reflect
some difference of opinion between the sexes. On all other issues,
men and women generally agree to the degree of importance those items
hold for their futures. In fact, there is more similarity in view-
point on issues important to their futures than there are dif-
ferences
.
C. Comparison Between The Two Schools
. In comparing these two
schools in relation to sex, its most distinguishable characteristic is
the fact that there are certain times which find agreement between the
sexes within each school, yet noticeable differences between the two
schools. Table 4.46 lists those items where data reflect large per-
centage of difference between the two schools. In the last item
noted--"Make a lot of money"--there is a difference between the male
and female responses within Uptown High School as noted earlier; how-
ever, the differences between the two schools are substantial, while
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TABLE 4.44
UPTOWN: "MOST IMPORTANT" DIFFERENCES IN STUDENT ASPIRATIONS
BY SEX
Item
Sex
Male Female
Make a lot of money 32 . 7% 19.4%
Find personal happiness 75.3 85.9
Help or serve others 23.7 38.1
Have a happy family life 69.6 79.4
Make lifelong friendships 40.9 50.5
Have someone to love 74.1 84.4
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DOWNTOWN:
TABLE 4.45
MOST IMPORTANT" DIFFERENCES IN STUDENT ASPIRATIONS
BY SEX
Item Sex
Male Femal
e
Help or serve others 28.1% 38.0%
Understand other people 41 .6 50.2
Be respected by my friends 48.7 57.2
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close to one-half of the males (44.9%) and females (43.0%) at Downtown
view this matter as "most important" for their futures to a similar
degree. In all of these issues, both the men and women at Downtown not
only view them in a comparable manner, but also to a much larger degree
than their counterparts of Uptown. (Full listings of what students see
as "most important" by sex are in Appendix H.)
Student Aspirations Viewed by Rapp
Opinions vary at both schools, in relation to race, as to what is
"most important" to their lives. Notable percentage differences are
reported.
——y£tQwn High School . The major differences between Black and
White students are shown in Table 4.47. In only one of these issues-
"Having someone to love"~do White students view an issue as being
"most important" to their lives by a substantial percentage over their
Black classmates. In all other issues listed, more Black students
view them as "most important" as compared to their White classmates.
While both groups consider to "Stand up for my own right" important,
over two-thirds of the Black students (68.4%) feel this way compared
to 59.3% of the White students.
B. Downtown High School
. The major differences in opinions
between Black and White students are depicted in Table 4.48. Larger
numbers of White students seem to be saying that the traditional
American aspirations are most important to them as compared to their
Black classmates. However, over 40% of the Black students say they
want a job with status and power as compared to 25% of the White
TABLE 4.47
UPTOWN: "MOST IMPORTANT" DIFFERENCES IN STUDENT ASPIRATIONS
BY RACE
Item rvaue
White Bl ac k
Make a lot of money 25.1% 39.1%
Continue to learn on my own 27.1 38.7
Stand up for my own rights 59.3 68.4
Try to be what my parents expect of me 15.4 24.3
Have someone to love 80.4 69.7
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TABLE 4.48
DOWNTOWN: "MOST IMPORTANT" DIFFERENCES IN STUDENT ASPIRATIONS
BY RACE
Item
W h i t p
Race"
Make a lot of money
38.3%
d i acK
49.1%
Continue to learn on my own 31.4 45.8
Be famous
12.7 22.0
Try to be what my parents expect of me 24.2 35.9
Have a job that makes me important
and powerful 25.2 41.8
Find personal happiness 77.4 64.0
Have a happy family life 78.6 68.3
Have someone to love 77.4 66.7
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students. And almost one-half (49.1%) of the Black adolescents are
m°St C °nCerned ab°Ut earnin9 a great deal of money as spared to 38%
of the White students. Items that are typically seen as bringing recog-
"’t 10" and re$PeCt - '«" society are rated more highly among Black
students' ambitions as compared to those of White students.
L-ComEarison Between Tj^ Two Schools
. In addition to dif-
ferences between the races within each school, there are also dif-
ferences in some items between Black and White students at Uptown and
Downtown High Schools in response to some items, as indicated in
Table 4.49. Issues dealing with influence and finances are regarded
more highly by both Black and White students at the inner city school
and, within that environment, more highly by its Black population.
Along with this, these same groups appear more concerned in following
both society's and their parents' expectations as compared to their
contemporaries at Uptown. (Full listings of what students see as
"most important" by race are in Appendix I.)
Student Aspirations Viewed b,y Homogeneous Grouping
This section reports items students consider to be "most impor-
tant to their lives in relation to the ability grouping variable.
The number of items selected varies within each grouping, based on the
percentage responses which tended to cluster together. The researcher
added particular items to complete the top priority grouping in order
to further show consistency in aspirations based on item ranking
within each track rather than solely on the basis of percentage
figures.
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Uptown Hl> $ch001 • The list in Table 4.50 depicts how stu-
dents, according to their homogeneous grouping, view what is "most
important" to their lives using percents. All groupings contain the same
four items in their top listings, although to different degrees and in
different order. The "special" sections--"AP," "DE," and "ALP"— have
a solid 90% of their respective groupings feeling strongly about their
first-listed item. To the "APs," that is to "Find personal happiness";
to the DEs" and "ALPS," it is to "Have someone to love." Over three-
quarters of the "Slow" and "Average" students (78.4% and 81.8%,
respectively) say that to "Work at a job which I like" is their top
priority. While this item is ranked number one overall, the "Rapids"
rank it second; the "APs," "DEs," and "ALPs" place it as the lowest
item in this top grouping. The "APs" have less than two-thirds (66.2%)
saying it is "most important," while the "DEs" and "ALPs" have close
to three-quarters of their grouping (70.8% and 74.4%, respectively)
feeling this way.
To enhance the description of student aspirations, the investi-
gator also selected the items ranked last by the students in their
response to what is "most important" to their lives. Table 4.51 shows
the three items that are ranked last, to varying degrees, among the
tracks: Be famous; Do what is expected of me by society; Try to be
what my parents expect of me. One-fifth of those in "Slow" sections
feel that to "Be famous" and "Do what is expected of me by society"
is "most important" to them even though this is last on their list of
ambitions. Further, within the "AP" and "ALP" groupings, not one
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TABLE 4.50
UPTOWN: RANK ORDEP OF "MOST IMPORTANT"
STUDENT ASPIRATIONS BY TRACK
Track
"Most Important To My Li'
Slow
Work at a job which I like
Find personal happiness
Have a happy family life
Have someone to love
78.4%
64.3
64.3
64.2
Average
Work at a job which I like
Find personal happiness
Have someone to love
Have a' happy family life
81.8
80.3
79.5
73.9
Rapid
Find personal happiness
Work at a job which I like
Have someone to love
Have a happy family life
85.3
81 .8
81 .1
77.2
AP
Find personal happiness 90 9
Have someone to love gg
'4
Have a happy family life 77 [3
Sta.nd up for my own rights 72*7
Understand other people 53 ]
2
Work at a job which I like 62 !
DE
Have someone to love 91.7
Have a happy family life 83.3
Find personal happiness 75.0
Make lifelong friendships 73.9
Work at a job which I like 70.8
Live life my own way 70.8
ALP
Have someone to love 94.7
Find personal happiness 92.3
Live life my own way 74.4
Work at a job which I like 74.4
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student finds two of the three items to be viable concerns as the "most
important" thing for their futures.
-
D°Wnt0Wn Hiqh Schn0V The list in Table 4.52 indicates what
is "most important" for student futures by ability grouping. In all
groupings. "Work at a job which I like" is ranked number one by the
largest percent of students within each grouping. The higher the
ability grouping, the larger the percent of students who believe this
item is "most important" to them. The item, "stand up for my own
rights," appears on the lists of four of the six groupings at this
school. Further, the "Super Slows" and "Slows" rate it as the second
most important thing in their lives, while the "Rapids" rank it fifth
and the "Stars" see it as third.
In viewing Table 4.53, which shows the items that have been ranked
last to the response "most important" to their lives, one-fifth of the
"Super Slows" (20.4%) and a quarter of the "Slows" (24.5%) believe
that to "Be famous" is a major ambition of theirs. None of the group-
ings has as its lowest percentage the final item listed on the
Table.
C. Comparison Between The Two Schools
. The top four items are
ranked similarly by both student populations, even though the items
may appear in a different order and with a different degree of
intensity. For example, while "Work at a job which I like" is ranked
number one overall and heads all six groupings at Downtown, it is
rated number one by only two groupings at Uptown--"Slows" and
"Averages." Further, the issue, "Stand up for my own rights," is
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table 4.52
uuwNiuwri: RANK ORDER OF "MOST IMPORTANT 1
STUDENT ASPIRATIONS BY TRACK
Super Slow
Work at a job which I like
Stand up for my own rights
Have a happy family life
Have someone to love
72.2%
62.5
61.1
60.8
Slow
Work at a job which I like
Stand up for my own rights
Have someone to love
Have a happy family life
Find personal happiness
78.8
72.5
67.9
6C.8
63.4
Average
Work at a job which I like
Have a happy family life
Have someone to love
Find personal'happiness
Rapid
Work at a job which I like
Find personal happiness
Have a happy family life
Have someone to love
Stand up for my ov/n rights
86.5
85.0
73.6
73.3
69.2
Star
Work at a job which I like
Have a happy family life
Stand up for my own rights
Have someone to love
80.6
72.2
72.2
72.2
DE/COE
Work at a job which I like 90.0
Find personal happiness 90.0
Have a happy family life 83.3
Have someone to love 76.7
Be respected by my friends and associates 70.0
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considered to be "most important" by sizable representatives of most
of the groupings at Downtown. However, at Uptown, this concern appears
only on the list of the "APs," where close to three-quarters of these
students (72.7%) rank it fourth. In relation to the bottom of the
"most important" to my life list, while the percentages seem low as
compared to the top priority listings, both schools have a group of
approximately one-fifth to one-quarter who view becoming famous as
most important to them. (Full listings of what students see as "most
important" by homogeneous grouping are in Appendix J [Uptown] and
Appendix K [Downtown].)
Salient points are discussed and analyzed in great depth in
Chapter V.
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NOTES
CHAPTER v
analysis of the data
Chapter IV presents the findings of the research effort. Chap-
ter V offers an explanation and discusses possible implications of the
results. The importance of the findings and the subsequent interpre-
tation is that it presents information stemming from the adolescent
sphere of experience and interest. Further, it reflects adolescent
attitudes and concerns as a basis for evaluating and valuing present
curriculum guides and as a basis for recommendations for future cur-
ricula. Discussion of the data follows the format of the presentation
of the data in Chapter IV. (Reference is made to each Table or Figure
under review.) Therefore, overall school results are looked at first,
followed by an in-depth review of the three factors according to
variables. The chapter concludes with a review of Parts Seven and
Eight dealing with teachers and student aspirations, respectively.
Part Three: Overview of Data Concerning Socialization,
Cognitive, Job Preparation Factors From Each School
Overall, the data reveal that in all three areas under study--
cognitive, job preparation, and social ization--students at both schools
want more assistance than their schools are presently giving them
(Figure 4.1, Uptown, and Figure 4.2, Downtown). To varying degrees,
students say the school should be responsible for offering more
288
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curricular supports to help the, achieve his/her goals while satisfy-
ing his/her needs.
the area ° f gganlMve^k ill development
, the students from both
schools say they have received the most amount of help, but still want
more. Cognitive skill development is perhaps the most consistently
acknowledged prescribed role of the public schools. The literature
supports this assertion starting with the concentrated emphasis put
forth by Conant and Bruner, and continuing, although to a lesser degree
in intensity, by the writers in the mid-196C's to the present. Among
adults surveyed by numerous sources, many express the belief that the
schools are not performing this role adequately and are demanding a
return to the basics with emphasis on reading, writing, and basic
arithmetic skills. According to the students at both schools, they
say that of all three areas in which they were questioned, the school
performed best and they received the most amount of help in cognitive
skill development. Students appear to be saying that high schools are
fulfilling their cognitive role in this area more adequately in rela-
tion to the other two areas under study.
The area of job preparation in the schools is one of the more
recent fields to receive widespread federal and public support. This
support is evidenced by the large number of federal grants endorsing
this concept as part of the educational process. Much of this support
is a result of the numerous studies conducted in the Seventies as
reviewed in Chapter II. Additionally, the public has been demanding
more career programs, vocational development, and skills centers in
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order to train young people for jobs and prepare them for the world
of work. In accord with these demands, students at both schools evi-
dence the largest differential between the schools' performance and
desired performance in work-related studies. Even the students in the
more academically-oriented school note the widest discrepancy between
what the school offered and what they want in the area of job prepara-
tion. Both schools appear to be agreeing with the national census,
as they rank job preparation as the most important area for more
assistance from the school.
Relative to socialization to the adult role
, students perceive
the least amount of help offered by their schools in this area. Fur-
ther, they believe it is the area in which the school should offer the
least amount of additional help, although they still request more than
they currently are getting. This area of so-called affective/
humanistic education is perhaps one of the most widely disputed areas
for inclusion within the educational delivery system. Weinstein and
Fantini refer to the conflicting ideologies while discussing their
endorsement of this concept. Educators, parents, the community at
large are divided over its value and place in the classroom. Even the
students are divided over the issue.
While students in both schools are asking the schools for addi-
tional help, in all instances, the students at Uptown consistently
rank his/her learning experiences as less satisfactory than those
received by their peers at Downtown. Several reasons are offered to
account for these differences. First, students at Downtown may be
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actually getting more help and the curriculum may be more in keeping
with his/her needs. Second, just the opposite may be true. Since the
majority of the student body at Downtown has been described as lower
or working class, expectations of these students may not be as high as
the students at Uptown High. Additionally, students at Downtown may
believe they are getting what is best for them. These students have
fewer models and experiences than Uptown students with which to compare
or evaluate what is being offered to them. As for the students at
Uptown High, their perceptions seem to connote a more demanding and
critical group of adolescents. They appear to be saying that his/her
needs are not being met at Uptown High to the degree they want which
is more than what their counterparts at Downtown High want. The
writings of Friedenberg and Silberman, among others, reflect the low
self-esteem in which lower class students hold themselves due to years
of negativism, condescension, and prejudice against them. They show
how lower class students come to accept what the school tells them
without challenging such authority. Therefore, whatever the school is
presenting to them must be right, for the school is always right.
Downtown High students' attitudes seem to corroborate these writers'
viewpoints. Not so for students at Uptown High.
The Spearman rank order item analysis for Uptown High School
(Table 4.10) reveals a similar degree of concern in the top four items
between what students perceive the school offers and what it should
offer to help them achieve goals. The top two items were job related,
further emphasizing student desires for work-related curriculum. Item
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three. Increasing their desire to iearn, suggests that students want
school to give them the necessary background and tools to continue to
learn on his/her own after all compulsory schooling has been completed.
The need to teach students how to learn on his/her own by giving them
the necessary tools is part of the goals' structure outlined by
Silberman and reinforced by Holt, among others. Apparently, students
find this important to their futures as it is the only cognitive skill
represented at the top of the list, noting the discrepancy between what
school offers and what it should offer. Students seem to be saying
they understand what the long-range aspects of schooling and education
really ought to mean. Item four has students asking their school to
prepare them for the adult world upon completion of high school. Stu-
dents are agreeing with Coleman as they feel too far removed from the
adult world. They are expressing the need to know about the conmunity
they are entering within a short period of time and they recognize that
school has not adequately prepared them for it. Perhaps the common
bond of all these items is that they relate to situations beyond the
classroom walls. Students are asking to be prepared to meet the
demands and requirements of the adult world. Further, they are telling
their schools that they are not preparing them adequately for life
after high school. The students have spoken as the reports of the
1 970 ' s have spoken. High school, as presently constituted, is not
succeeding in preparing its clients to live full lives within the
total community, relative to cognitive, job preparation, and socializa-
tion skills.
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Student perceptions are quite similar at Downtown High School
(Table 4.11). Like their contemporaries at Uptown, Downtown students
are saying that job preparation is most important. Next in rank is
their concern to be readied for higher education, while their last two
concerns relate to participating in the adult world and being prepared
for marriage. The item "Helping me prepare for higher education" does
not appear in the top group of concerns at Uptown. Obviously, this is
a major consideration for students in the "vocationally-oriented"
school, although not of prime importance to the school. At Uptown,
the "academically-oriented" high school, the school appears closer to
meeting students' needs in preparation for post high school institu-
tions. This situation could almost parallel the Conant-Coleman posi-
tions cited in Silberman. Conant asserts that post high school plans
should be pre-determined by the school for each student, thereby
scheduling students for a course of study that leads to a vocation or
a profession (via college). Coleman, of course, disagrees with that
premise for it removes any opportunity for free choice from each indi-
vidual to determine which path he/she wishes to pursue. It seems as if
Downtown High School has decided to follow Conant' s suggestion. Another
important theory, that of the self-fulfilling prophecy, might also
effect this ranking. Uptown is perceived by teachers and students
alike as an academic high school where it is taken for granted that
most students go on to post secondary institutions; therefore, teachers
tend to teach to those expectations. Downtown, on the other hand, is
viewed as a more vocationally-oriented high school by the staff whose
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students' aspirations, they assume, do not include post high school
education. This attitude encourages teachers to plan instruction for
students whom they see as having fewer expectations for future school-
ing. The students at Downtown are therefore saying, we want more help
in preparing to go on to college; our needs for continuing our educa-
tion are not being met to the degree we wish.
Table 4.12 (Uptown) and Table 4.13 (Downtown) rank order students'
responses to all items according to the responses "did receive a great
deal/some help" and "should receive a great deal/some help." Accord-
ing to the students, schools are fulfilling their cognitive obligation
best in relation to other areas, as adolescents at both schools rank
cognitive skills at the top of their respective lists. This evalua-
tion would seem to conflict with some recent studies which indicate
that the public feels the schools are not performing well in academic
areas. Approximately two-thirds of both student bodies seem to be
saying this is not true. Once again, the percent of students who feel
they received "a great deal/some help" varies according to item in
each school with Uptown students generally expressing the opinion that
they have received less help as compared to the amount of help per-
ceived to have been received from Downtown's students. Compared with
what they should be receiving from school, students appear to be
paralleling adult concerns by asking for more help in career related
and academic areas, with particularly extensive requests in the area
of job preparation. A specific item which warrants comment is
"Increasing my desire to learn." At Uptown, almost 85% of the student
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body and at Downtown, over three-quarters (76.2%) of their student
body are asking for "a great deal/some help." students appear to be
asking their schools to help them, to give them the tools necessary
to continue to learn on his/her own once their formal educational
obligation is concluded. They seem to be asking the schools to open
new horizons for them by introducing topics beyond the basic academic
program.
Overall, items of a humanistic/affective nature rank at the bottom
of both schools' lists. The first affective item to appear in the rank
order list in both schools is "Improving my self-confidence." This is
an issue that has greatly concerned all the writers of the "era of
humanism," particularly Friedenberg and Silberman. These writers
represent those who say school operates to destroy students' self-
worth and sense of self. Based on this analysis, it is therefore not
surprising to find over one-third (35%) of the students at Uptown say-
ing they received "a great deal/some help," while over two-thirds
(68.5%) want that amount of help from their educational institution.
At Downtown, close to one-half (48.8%) of the student population say
their school's performance was good, while close to two-thirds (64.7%)
want much more help. The author believes that the reason for almost
one-half of the students at Downtown to feel they received "a great
deal /some help" from their school in this particular item is attribut-
able to the fact they are not fully aware of what the school is doing
to them. They probably feel, as they do in all other items, that
the school is succeeding, generally, because they have always been
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told that what the school does to them is right and will help them.
Further, all of Downtown's figures are higher than those from Uptown's
students, thereby reflecting their overall higher estimation of the
school
.
The bottom four items in both school's lists in relation to what
the school should be doing come from the sub-group comprised of items
of a personal nature. There appears to be a group of adolescents
(approximately 40% at both schools) with strong interest in gaining
information in these areas. They could be asking the school for help
because they do not receive any or little assistance at home; they do
not trust what they learn from the streets, their friends, or other
outsides sources; or they truly believe that school is the place they
ought to be getting knowledge in these important decision-making areas
relative to growing up and assuming adult responsibilities.
On the other side, the fact that 60% are saying, to varying
degrees, that they do not seem to care for school assistance in these
areas, seems to reflect an attitude from students that schools should
not become involved in their personal or private lives. They seem to
be telling schools to stay away and not interfere in their individual
pursuits. Perhaps they feel they are getting all the information they
need through their own sources, be it from family, peers, or other
groups, or that it is the responsibility of one's family to teach about
personal concerns. These are new areas for school participation. They
are also controversial across the community at large. It is difficult
to assess an area and present a point of view when one has not
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experienced a particular situation. The fact that very little is done
in these areas in the schools, as indicated by the data, might account
for these lower percentages as compared to the other areas which
encompass the more traditionally prescribed role of schools.
£art Four: Relationship Between Cognitive Skill
Factor and Selected Variables"
The area of cognition is where the largest percent of students
feel they received the most amount of help and are most satisfied with
their school's performance. The two variables of note--race and
homogeneous grouping-can be viewed together for purposes of analysis.
As has been reported in the discussion of demographic descriptors,
Black students are the majority in the lower ability grouping sections.
Therefore, when the researcher discusses the "Super Slow" and "Slow"
sections at Downtown High School, she is also referring primarily to
the Black population of the school. As seen in Figure 4.3 (Uptown)
and Figure 4.5 (Downtown), White students do not view their school's
performance as favorably as their Black classmates, yet both groups
want the same amount of additional help. The degree of help received
is perceived to be more at Downtown than at Uptown; therefore, the
White students at Downtown feel that their school performed better for
them than do the White students at Uptown. This situation tends to
reinforce Hoi 1 ingshead ' s observations that middle to upper class stu-
dents tend to come to school with a background and expectations that
prepare them for the middle class school environment and demands. They
have been taught a set of standards by which to judge their educational
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experiences. On the other side, the majority of lower-class students
(inner-city students) do not come with this type of preparation. The
organization of the school is not part of their community experiences
and therefore they have no guidelines with which to judge what is
happening to them and find it difficult to understand its rules. They
are forced to accept the language of the school
.
Complementing the aspects of race is the issue of homogeneous
grouping. In viewing Figure 4.4 (Uptown) and Figure 4.6 (Downtown),
the author finds that the higher the track, the more the students
expect from their school in the delivery of its services. The lower
the track, the better they view their school's performance and the less
is demanded of it. Assessing the demographic descriptors along with
data presented in these Figures, the author concludes that the student
who is said to be more intelligent is more questioning, more curious,
more demanding of his/her school for additional information and learn-
ing experiences.
The data, in fact, seem to be saying the Black, inner-city, low-
achievement grouping students think their school is doing a better job
of teaching them than White, middle-class, high achievement grouping
students. This certainly leads one to question why students in the
former category think school is serving them so well as compared to
the rest of the school's groupings, when they are classified in the
"Slower" sections in the school. It may be that persons in the school
hierarchy have convinced students that the school is doing all in its
power to meet their needs. It seems that students would have to
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believe this or why would they rate their school consistently more
favorably than any other grouping in the school? Why do they ask the
least in additional help as compared to the other groupings? They have
been taught to believe school is doing all it can to help them so they
apparently do not feel that much more assistance is necessary, in sum,
the expectation levels of Black, inner-city, low-achieving students are
the lowest of all groups.
On the scale measuring students
' satisfaction/dissatisfaction with
the school, the researcher finds that the degree of assistance desired
by approximately one-half of the student body at Uptown is not being
met by the school (Table 4.14). In fact, many more students are
unhappy with the amount of help they are receiving as compared to those
who are satisfied with the present degree of cognitive curriculum
support. Once again, this tends to confirm earlier opinion that the
more academically-oriented students want more from their school than
they are presently receiving. Conversely, over one-third of the stu-
dent population at Downtown is content with the amount of effort put
forth by the school, while approximately another one-third want more
(Table 4.15). This appears to further substantiate the opinion that
inner-city, lower-income students are less demanding, less curious, and
more accepting.
Student responses of "no help" received (Table 4.16, Uptown, and
Table 4.17, Downtown) in the cognitive area reveal the lowest percent
of students in both schools who say the school offered them "no help"
at all as compared to the other two areas under study. Students appear
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to be recognizing and accepting a need for instruction in basic ski„ s
as the percentage of students who say the school should offer "no
help" is low. students feel they should be getting some type of help
in cognitive development and seem to be placing a value on traditional
school subjects. However, this is also the area students know best and
have been told that they are expected to learn. As discussed by
Coleman and others, it is the main area that the school deems fit to
reward and promote. Obviously, students have come to recognize
this.
Pa rt Five
:
—Relationship Between Job Preparation
Factor and Selected Variables
’
In the area of job preparation, the overall patterns are the same
as those observed in the cognitive area. The major difference has to
do with intensity, as this is the area in which students from both
schools want the most amount of additional help from the school.
The assessment of the amount of help received from the school by
the students at Uptown according to grade level warrants comment
because of its similarity and consistency (Figure 4.7). The area of
job preparation tends to infer sequential learning experiences where
new learning experiences build upon previous learning experiences.
Therefore, the author must question the nature of the curriculum being
offered for seniors and sophomores to see their learning experiences
identically. Based on these student observations, the author could
infer that very little is happening to promote growth in preparation
of job awareness and skills.
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The variable of sex has not offered much differential in view-
point throughout these three areas under study. However, some dif-
ference in opinion between males and females does occur in the area of
job preparation (Figure 4.7, Uptown, and Figure 4.9, Downtown). Even
though differences are slight, female students at both schools are ask-
ing their schools for more help than their male classmates. These data
could suggest that the school curriculum, in terms of job orientation
and skills, is biased in favor of the males, allowing them more oppor-
tunity to learn about the job market. Females, asserting their new
sense of identity, could then be asking that they be eligible for the
same type of learning experiences made available to the males. Further,
now that it is acceptable for females to work after schooling and not
marry, females see the need for learning about the world of work.
In relation to homogeneous grouping, the views of the "DE" stu-
dents are perhaps the most enlightening about a particular course of
study (Figure 4.8, Uptown, and Figure 4.10, Downtown). At both schools,
it is the "DE" students who say their respective schools performed best
in the area of job preparation. Their view undoubtedly reflects the
nature of the "DE" course of study, which places them in legitimate
jobs in the adult world as half of their course requirement. "DE"
students also demand much more from their schools in this regard. One
could assume experiences offered and knowledge gained by working with
adults in a real job situation is viewed with great favor by adoles-
cents. Students seem to be endorsing this tie with the outside world
as the most worthwhile experience school can offer to them. It should
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be observed, conversely, that those students who see school doing the
least in the area of job preparation are the most advanced ability
groupings-the "APs" at Uptown and the "Stars" at Downtown. Both of
these groupings are asking for much more assistance than they have
gotten. These data suggest even the most academically-talented stu-
dents want more than cognitive classroom instruction. They, too, want
to communicate with adults and participate in the work world. Able
students responses to job preparation items and cognitive items sug-
gest both areas can, indeed, complement one another and that the school
should make both of these types of experiences available. All of the
reports of the 1970's say this too.
The sati sfactory/ dissatisfactory scales (Table 4.18, Uptown, and
Table 4.19, Downtown) reaffirm the above analysis that students do
want more help in the job preparation area. The larger number of stu-
dents wanting much more help from their schools is evidenced here--
close to 70% of Uptown and almost 50% from Downtown. Only about one-
fifth of Uptown's students are satisfied with their school's efforts
in preparing them for jobs, while a little less than one-third feel
similarly at Downtown.
It is perhaps the final relationship between job preparation and
"no help" received responses of the students that completes the view
of the school's performance (Table 4.20, Uptown, and Table 4.21,
Downtown). Large numbers of students at both schools (almost 40% at
Uptown and 25% at Downtown) say they have received no help in prepar-
ing them to understand jobs. Perhaps the lack of preparation explains
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many adolescents' confusion and their dilemma at having to make post
high school decisions relative to careers. The reports of the 1970's
consistently endorse getting the adolescent out of the classroom and
into the world of work, along with teaching students about jobs.
£art Si x : Re lati onship Between Socialization Factor
and Selected Variables —
Discussion in the social izat ion/affective area is more extensive
than the other areas under study because of the in-depth data presen-
tation in Chapter IV. Additionally, the analysis offered is presented
according to the two sub-groups which evolved.
In the socialization area, there is little variability in rela-
tion to grade, sex, and race at both schools (Figure 4.11, Uptown,
and Figure 4.13, Downtown). The overall pattern that prevails in the
other two areas is consistent with students at Uptown viewing their
school's performance in lower esteem than their counterparts at
Downtown. All groups from both schools are similar, however, in terms
of their expectations of schooling. The socialization area is the
only one where student demands at both schools are almost identical,
particularly by sex and race. Even in terms of homogeneous qrouping
(Figure 4.12, Uptown, and Figure 4.14, Downtown), the corresponding
achievement groupings feel the same in relation to expectations from
their respective schools. (The groups demanding the most amount of
additional help and to the same degree are the "APs" at Uptown and the
"DEs" at Downtown.) Socialization appears to be the one area that
comes closest to neutralizing differences between students' perceptions
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of schooling, especially with regard to the amount of support the
school should be offering.
Viewpoints presented in the satisfaction/dissatisfaction scale
further denote student division over the issue of socialization skills
being brought into the classroom. Approximately the same number of
students at both schools (under one-third) are generally accepting of
the school's program in this area (Table 4.22, Uptown, and Table 4.23,
Downtown). However, close to 60% of Uptown's students single out the
need for gaining knowledge about the world and society at large as the
area the school is not giving them the amount of support they need.
This is the world the students are entering at the completion of their
high school experience. Close to 40% of Downtown's students also feel
the same way. Once again, the need to know what is beyond the school's
walls is most important to adolescents surveyed.
Socialization concerns bring a large "no opinion" response, par-
ticularly in the sub-division dealing with personal matters. These
data reveal approximately one-quarter of both student bodies who are
uncertain about how to respond to items of a personal nature. Perhaps
these young adults find it difficult to respond to items not often
related to classroom environments. Or the data could be depicting
students who feel these issues are not applicable to classroom instruc-
tion and therefore have responded accordingly. In either instance, the
writer assumes the majority of the students have been honest in their
responses, since the higher percentages are not consistent with other
"no opinion" responses to other items in all categories.
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Some of the relationships between student satisfaction/
—
satisfaction and the selected variables are especially interesting.
At Uptown High School, even though the nine items under socialization
have been divided into two sub-groups for analysis, there are over-
lapping patterns (Table 4.24). For example, as students progress
through school, they express the desire for wanting more assistance
from it. The largest differential among the three grade levels is in
"Improving my self-confidence" and "Learning how to get along in the
adult world." The researcher assumes that seniors realize they are
getting ready to leave the institution where they have been treated
as children for twelve years and enter the adult world, and they dis-
cover there are no more years of schooling left to teach them how to
deal with themselves and the world of adults. Sophomores probably
think the instruction is yet to come. Further, in terms of race,
the author finds White students being less content with what the school
has to offer, while the Black students are more satisfied and are ask-
ing for less. Once again, the more accepting nature of what Blacks
see they have received from the school is equated with being good for
them.
In viewing the two sub-groups according to homogeneous grouping
(Table 4.25), the writer notices a sense of more security and assured-
ness in response from the students in the five-item socialization/
affective category as compared to the four-item personal concern one.
The number of students who want more help is always higher than the
number who say they are content in the five-item group, while this does
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not hold true for the four-item group. Further, the actual percent of
students who "want more" is higher in the former group.
The author comments upon the responses from the "AP" section, as
these responses are well above all the other groupings in terms of
demanding additional help from their school. Close to three-quarters
(74%) of the "APs" "want more" in the five-item group, while close to
two-thirds (65%) "want more" in the four-item group. Their responses
out-distance the "ALPs," who are in second place by a considerable
margin. The most "academical ly-talented" students in the school
present a clear-cut need to get help in the affective/socialization
area from their schools. The fact that almost three-quarters (73%)
say they want help in learning how to get along with their parents may
be the reason for this loud call for help. With the family seen as one
of the major sources of information relative to personal information
and with students asking for help on how to learn to deal with their
parents, the writer assumes the desired information is not being
supplied by the family to these students. Or these students do not
believe information being furnished by their families. Another possi-
bility is that these advanced placement adolescents have been so
involved in attaining academic excellence, they have not had the time
to develop many of the socialization skills that normally accompany
adolescent development. Perhaps pressure from home and school to
achieve, plus competition from peers for the highest grades, leaves
little time for participating in other activities after school hours
except to do school work. These are times and opportunities for other
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skills to be acquired. This portrayal seems to be somewhat accurate,
based on the author's conversation with the "APs." Then these stu-
dents need the school to teach them those socialization skills they
have neither time nor space to learn. Family and school have condi-
tioned them to see academic achievement as most important to their
lives and therefore their daily activities reflect the internalization
of the need to excel academically. Yet, despite the programming
efforts by both institutions, large numbers of these academical ly-
talented adolescents are crying out for help in the areas of affective
and socialization skills. When the researcher contrasts these high
figures with the 38% of the "Slows" who "want more" help in the five-
item group and the 29% of this grouping who "want more" help in the
four-item group, she has to wonder about all the socioeconomic, cul-
tural, and emotional factors that would be responsible for such a dis-
crepancy in viewpoints.
The differences at Downtown are not as apparent as the ones seen
at Uptown. Analyses of the data in the two sub-groups (Table 4.26)
reveal there is much similarity among the variables. In the four-item
sub-group of personal concerns, the writer finds in the variable of
grade, a reversal of the pattern found at Uptown. Here, seniors appear
to be more content with the school's performance than their lower class-
men are, yet they all want about the same in additional support. Per-
haps tenth graders have brought in a different set of expectations and
by the time they become seniors, their levels of expectation have been
eroded by the system and they are willing to accept what they receive.
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The same pattern prevails in terms of race; that is, White students are
less content and ask for more than their Black classmates.
In relation to homogeneous grouping (Table 4.27), the overall
pattern in the five-item group reveals that the higher the ability
grouping, the more they want. In relation to the four-item group,
generally, there are more students who are "content" with what is going
on in their school than who "want more." Additionally, there are large
numbers of students who have expressed "no opinion" at all. It should
also be recognized that only about one-third of all students are ask-
ing for "more help" in the affective/socialization area, with equal
numbers seemingly "content." These data suggest a divided student
body in terms of help wanted, and further reveal the uncertainty among
large numbers of students as to school's role in this area.
Generally, for both schools, higher track students are more defi-
nite in answering the items and therefore have fewer "no opinion"
responses than students in the lower tracks. (The same situation is
found between White and Black students where Black students tend to
give more "no opinion" responses than their White classmates.) Stu-
dents in lower tracks, who offer "no opinion" responses, seem to sug-
gest that they are unsure about answering questions. Perhaps non-
commitment is a result of being afraid to give an opinion for fear it
would be wrong. Further, if their sense of self-worth has been harmed
by the nature of schooling, these students would be less trusting of
themselves to assert how they feel. Friedenberg and Holt, among others,
declare that the kind of behavior described occurs because of the
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oppressive nature of the school. Conversely, the higher the track,
the less likely they are to have noted a "no opinion" response. Docu-
mentation suggests that the ablest academic students ask more ques-
tions, are more aware, more demanding, and more outspoken than their
lower track school mates. Based on the data reviewed, "Slower" groups
seem to be comprised of the most resigned adolescents in terms of
accepting what the school gives them. Once again, a kind of self-
fulfilling prophecy is projected by the pattern discussed. Students
are told what they are being given is good for them, and they accept
the value judgment as being right for them. They have been taught to
believe that their school is good as a learning institution because it
is doing what is best for them. Further, students in lower groupings
are told that the curriculum they are given is what they can handle.
They accept the course of study prepared for them because they have
been taught that teachers are doing what is good for them. It appears
as if the school is socializing the students for the future in a way
that the rest of society will see them and treat them. Here is empiri-
cal evidence of Friedenberg 1 s social stratification plan of public
school systems.
When students at Uptown High School respond that they want "a
great deal/some help" to items in the socialization area, the most
outstanding characteristic is the difference in need between the five-
item and four-item sub-groups (Table 4.28). While over one-third of
the students by grade, sex, and race say they received "a great deal/
some help" in the five-item group, only approximately one-fifth feel
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the same about, the four-item group. More importantly, in terms of
extra effort the school should supply, close to two-thirds want the
school's help in the five-item group, while over one-third want the
same amount of help in the items dealing with personal concerns. Low
percentages of students appear to be telling the school they want sub-
stantial help; the rest are either content with whatever they perceive
they are getting or else they have no opinion. Seniors represent the
group with the highest numbers within its group (41.5%) who want
considerable help in the area of personal concerns. Seniors seem to
be saying they have missed some information somewhere and the school
may be the only place available for them to learn about these issues.
The reason for their reaction could develop from students' beliefs
that what is learned in school is useful for one's life outside of
school, and now that they are nearing graduation they believe the
school could and perhaps should prepare them for his/her new
lives.
In terms of homogeneous grouping, the same pattern prevails rela-
tive to the "APs" at Uptown as discussed earlier (Table 4.29). With
84% of the "APs" believing the school should offer "a great deal/
some help" in the five-item area, they are far ahead of the "Rapids"
in second place. Further, one-half state they want a considerable
amount of help in the issues comprising the four-item group which
still places them somewhat ahead of the "ALPs." These numbers are con-
sistent with the "APs" opinion about school participation in the
socialization area as expressed in other data.
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The situation at Downtown is quite similar to that at Uptown,
particularly in the four-item sub-group where similar percentages of
students are asking for additional help (Table 4.30). The personal
concerns sub-group is the area in which students from both schools
come closest in actual numbers. The researcher senses that when it
comes to personal issues, factors such as economic class, race, sex,
and grade are not the major determiners concerning student opinion.
Perhaps it is more the nature of the adolescent, himself/herself, in
his/her search for identity that joins youth in agreement with matters
that are seen to be personal and private. These are issues that adults
could never understand and deal with from the adolescent perspec-
tive.
In relation to homogeneous grouping in the four-item sub-group
(Table 4.31), the writer finds this is the only instance where more
students in certain groupings at Downtown are asking their school for
"a great deal /some help" as compared to the number making this request
at Uptown. The percentages are quite close and perhaps unfair to
assess, allowing for a degree of error in responses. Therefore, suf-
fice it to say that there is an area in which it appears some Downtown
students want more help from their school than their ability grouping
counterparts at Uptown.
When viewing the two sub-groups in relation to the response of
"did receive no help" (Table 4.32, Uptown, and Table 4.33, Downtown),
the author finds a difference in school performance at both schools.
In the four-item sub-group, one-half of the students at Uptown and an
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average of 36% at Downtown say their schools have given them no
assistance. The two most outstanding items are "Preparing me for
marriage and children" and "Getting along with my parents," where 60%
and 40% at Uptown and Downtown, respectively, say they received "no
help" at all. Overall, approximately one-quarter of both student popu-
lations feel the school should do nothing in the sub-group of items of
a private nature. However, taking all data into consideration, the
researcher says that an ample number of students still want school to
deal with their private lives. The item "Preparing me for marriage
and children" bears comment. This is an issue which students also see
in relation to job preparation and which is ranked fifth at Uptown
and fourth at Downtown in terms of the discrepancy between school per-
formance and student need. Forty percent (40%) of both student popu-
lations say the school should be giving them "a great deal/some help"
with this matter. Therefore, only one-quarter of the population at
both schools want to help at all, while 22% at Uptown and 28% at
Downtown have "no opinion." There appears to be sufficiently large
numbers of students asking for help in preparing them for major adult
roles--that of spouse and parent. The author wonders if the students
have no place else to turn for the information and recognize the school
as the place for getting knowledge about marriage and family. Overall,
in the socialization/affective area, there are substantial numbers of
students saying they would like the school to help them develop into
adults.
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Part Seven: Student Opinion About Teachers
The essence of student perceptions about their teachers confirms
the cognitive nature of the school as compared to the humanistic per-
spective. Over three-quarters of the students at Uptown (77.5%) and
over two-thirds of the students at Downtown (67.4%) say that "most-
many of their teachers like obedient, non-questioning pupils, having
ranked the item "Teachers like you if you do what they tell you" first
(Table 4.35, Uptown, and Table 4.37, Downtown). If that is how teach-
ers are seen, then Philip Jackson's image of individuals who practice
docile and patient behavior in order to get through the system can be
seen at these two schools. Students are also saying that only a "few"
to "some" of their teachers really care about them as individuals and
their academic concerns. Buxton pointed out in his study how adoles-
cents perceive themselves as being treated as a unit, not as indi-
viduals. Student evaluations of their teachers reflect the same sense
found by Buxton. Students at Uptown and Downtown High Schools feel
they are not seen as individual persons, but rather as a group with no
personal concerns. These student ratings of their teachers reinforce
the many writers of the Sixties, particularly Friedenberg and Silberman,
who claimed that students were not treated in a human fashion. Addi-
tionally, students find the same "few" to "some" teachers concerned
about the manner in which they present their subject matter and the
type of learning environment they create during the educational
process. Further evidence that the cold, sterile climate of the
classroom exists, as described by Jackson, among others, is also seen
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by these students. Adolescents appear to be describing adults who do
not want to become or be seen as being too close with their clients
either personally or professionally. The image of the wall between
teachers and students seems to be reflected in these students' evalua
tions of their instructors.
Part Eight: Student Perceptions of How Hi s/Her
Goals Are Met Within theTdZTcational System
The items students have chosen as top priority for their future
a spirations tend to project the image of very traditionally-oriented
goals, such as happiness and security. They can be regarded as being
of a personal nature (Table 4.38, Uptown, and Table 4.40, Downtown).
Although the rankings of most of the items are the same for both
schools, the intensity on the part of the students differs according
to various demographic descriptors. The section looks at some items
which reflect difference in opinion in relation to variables under
study.
It is important to recognize that the item "Stand up for my own
rights" appears high on the list of four of the six homogeneous group-
ings at Downtown and on only one list at Uptown (Table 4.50, Uptown,
and Table 4.52, Downtown). To defend one's rights is an issue which
could perhaps also be perceived to be of a personal nature in line with
other personal issues which are of prime importance to these adoles-
cents. However, concern for one's rights seems to go one step beyond
the traditional aspects of security and happiness depicted in the
other items and esteemed by most students. To stand up for one's own
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rights appears to describe an assertive individual who values his/her
own beliefs and will publicly defend these tenets against anyone who
tries to interfere with them. This issue suggests others besides the
family must be involved. Whereas the other concerns can be viewed as
more private, standing up for one's rights tends to be more public as
this issue requires going public with private and personally held
beliefs. It is interesting that students from the inner-city school,
and more particularly from the lowest ability groupings, are the ones
who appear most assertive in claiming their individual rights. Also,
the researcher finds that although the issue "Be famous" is ranked at
the bottom of the students' lists from both schools, in relation to
what is most important to their lives, 45% of the students comprising
both the Super Slow and Slow" sections at Downtown believe that to
be famous would be of major importance to them for their futures (Table
4.53, Downtown). The exposure which accompanies fame seems to be of
more importance in the "Slower" sections than to those at the upper
end of the ability level continuum.
To suggest why students in the "Slower" sections, and more
specifically. Black students in the inner-city school, find issues of
money, fame, and power so important to their futures is perhaps to go
to the heart of the American social system. These are usually the
values which middle class America revere and possess. They are also
the very values which have historically been denied the lower classes.
The school system endorses and enforces the social stratification and
mentality of the larger society by its very system and goals. Until
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the arrival of the mass media, this "elite" domain had been protected.
With the spread of the media, all people began to understand what
money, fame, and power could bring. These are the characteristics
needed to control and they are presently possessed by those members of
society who control the school system. The responses given from this
group of students seem to say that these Black, lower-achieving, inner-
city adolescents really see their subservient position, not only in
the school, but understand that it continues into the whole of society.
Schools have conditioned other youth to see them this way and, in
fact, as Friedenberg explains, causes students to internalize their
own lack of self-worth. These students' responses appear to be shouts
proclaiming they want to get out of the box into which they have been
consciously locked and acquire those attributes that will allow them
to become an important person with authority.
In relation to the students at Uptown and the others at Downtown
who did not see these traits as particularly important for their
futures, the author must reflect upon what is most important to them
for contrast and comparison. Their prime concern appears to be for
personal happiness and security--the traditional American values.
None of their top priority listings indicate a need to be recognized
in a public sense. However, these students do hold a middle-class
position in society and in the school. In one regard, many are
already recognized publicly by their family position. Hoi 1 ingshead,
Gordon, and Coleman have all shown how important this is to status
in the school. Perhaps these students take the values of money, fame,
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and power for granted; therefore, they do not consider it necessary to
mention them as being most important to their futures. Perhaps they
have so internalized these qualities as being a part of their lives
that they feel they do not have to ask for them-they are there waiting
for them to be picked up once they are ready. Inner-city students
know that these potential rewards are not waiting for them. Class posi-
tion may subconsciously have been responsible for the responses given
to these questions.
In conclusion, a pattern seems to have emerged from these data.
Students at Downtown High, the inner-city school, overall, and more
specifically those at the lower end of the ability level grouping
continuum, feel that it is important for their futures to have recogni-
tion, respect, a position of authority, and wealth to a more substan-
tial degree than their counterparts of Uptown High School. Both groups
are equally concerned with achieving success and satisfaction with and
from their personal lives and perceive this as their most important
goal. They all want the traditional American dream, although students
at Uptown find making a great deal of money less important to achiev-
ing that dream than the students at Downtown.
Most importantly, the data portray students who are quite con-
cerned with finding a job which they like. At both schools, 80% of all
students rate this item as "most important" to their futures. When
evaluating the students' responses from their respective schools in
terms of assistance wanted in the fields of cognitive skill development,
job preparation, and socialization skills, students rate job preparation
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as their top priority. Therefore, they are asking the schools for
most amount of help in the area that is most important to them.
The next set of concerns presents an interesting parallel. Stu-
dents say that issues of a personal nature are necessary for the ful-
fillment of their future goals. Yet issues that deal with
socialization/affective considerations are ranked last among the three
factors for additional school support. Students appear to have made
a distinct separation between the two major institutions of our
society: the family and the school. Although they want the benefits,
comforts, and security of a home life, most students do not feel the
school is the place that teaching about the roles and behaviors
required in these private situations should occur. However, sizable
numbers of students are asking the school to participate in this
process. Long seen as belonging within the realm of family and home,
many find the family not meeting these socialization needs today and
have, therefore, transferred this responsibility to the school. These
data reflect adolescents who seem to be divided in the same manner as
adults and educators over deciding to whom the responsibility for
socialization concerns belong. So although students definitely want
the posture, responsibilities, and rewards of adulthood, they are
divided as to how they should receive the knowledge necessary to
assume those roles.
CHAPTER VI
SUMMARY AND IMPLICATIONS FOR RESEARCH AND PRACTICES
Chapter VI summarizes the design and process of study and offers
conclusions based upon the data. Implications of the work in terms of
directions for future research and current practices are explored.
Summary and Conclusions
Student perceptions of what happens in two urban high schools were
studied for several reasons: first, to ascertain how adolescents assess
learning opportunities offered; and second, to ascertain how these
learning opportunities meet needs expressed by adolescents. The study
was designed and carried out to expand the extremely narrow base of
empirical knowledge about adolescents' perceptions of schooling. Most
relevant literature was neither empirical in form nor tuned into ado-
lescents' perceptions. Available documents typically reflected theo-
retical discourse, synopses of psychometric testing programs, or
romanticized accounts of personal experiences in the classroom.
Three aspects of the study are unique: first, adolescents offered
all data which were analyzed; second, students were selected from two
high schools situated within a large city ; and third, empirical
research design methods were employed. A survey research instrument
was designed, pre-tested, and administered to the entire student bodies
319
320
Of the two selected high schools. Information sought from the stu-
dents pertained to cognitive development, job preparation, and sociali-
zation to the adult role. The two high schools differed considerably.
One enrolled students primarily from Black, lower to working class
families; the other enrolled students primarily from White, middle
income families. Empirical research design methods were utilized to
encourage independent study replication. Such an occurrence was rare
in the related literature reviewed.
Analyses of thirty-nine hundred plus student responses served as
the basis for the following conclusions.
1 • Students indicated their respective schools, generally speak-
ing, were neither fulfilling expectations held nor meeting personal
J2§edjs_. Responses varied in intensity but were consistent across all
variables of interest— i.e., grade, sex, race, and homogeneous group-
ing, and, across the three primary factors being studied--!* .e.
,
cogni-
tive development, job preparation, and socialization to the adult
role.
2 . The two schools were perceived by students as serving best
in the area of cognitive development
. Perhaps this conclusion could
have been anticipated, as students have been conditioned for years to
the fact that schools purvey academic know-how. Years of such famil-
iarity undoubtedly was reflected in student responses noted. Famil-
iarity may explain why the cognitive development area received both
the fewest "no opinion" responses from students and the lowest number
of students indicating "no help" was being received.
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There was some divergence in response to this area between the
two high schools. At Uptown, more students "wanted more" help than
were "content." The reverse was true at Downtown.
3 * S tudents at both schools expressed strong dissatisfaction with
provisions made within each school for job preparation
. Data revealed
the highest percentages of students "wanted more" help in this area.
Students differed on the variable, sex, in their responses to this
concern. Females wanted slightly more help than males, with relatively
few from either sex stating "no help" from the schools was required.
4* Socialization to the adult role yielded paradoxical informa-
tion: on the one hand, the highest percentage of students believed
their schools offered the least amount of help in this area; on the
other, students indicated the least amount of help was needed. "No
opinion" responses were highest for this area, reflecting adolescent
uncertainty about their schools' role in the personal/humanistic
dimensions of the educational process.
Analyses of the two sub-groupings of this area revealed divergent
student responses. Responses to the five item socialization/affective
sub-group were similar to responses to the cognitive development area.
Not so for the four item personal matters sub-group. The highest per-
centage of students indicated "no help" was needed here.
Student responses to the socialization area assumed a bimodal
distribution. About 40% of the students wanted more help, whereas
about 60% did not.
5. Downtown High's students expressed greater satisfaction with
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the ir school i ns than their peers at Uptown High School performance
ratings were higher and the need for additional assistance was lower
at Downtown, suggesting a more contented group of students at Downtown.
When one reflects upon Downtown's student body—primarily Black,
working-class, and low achievement oriented—these results may seem
suspect.
6
*
—
e viable, homogeneous grouping, compartmentalized studpnt.
responses most starkly; that is, an inverse relationship between stu-
-----
ability and student satisfaction with schooling emerged
. Students
in the highest ability groupings demanded more from and were less
satisfied with schooling than their peers grouped in the lowest
ability groupings. Ironically, homogeneous grouping was the only
variable contrived by and administered by school officials.
7 . Out-of-school work-study experiences were perceived by
"PE" students at both schools as being most meaningful and benefi-
cial .
8
. Students perceived most teachers to be primarily concerned
with cognitive development
.
9. Student responses from the two schools diverged in response
to what was "most important" to their lives: Uptown students aspired
to attain happiness and security; Downtown students shared such aspi-
rations, but were more concerned about standing up for their rights.
Black students enrolled at the two schools differed even more so.
Downtown High's Black students aspired to attain fame, power, and
money. Their aspiration was not shared by peers at Uptown.
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dent responses^ thin schools wern rnnsutentlv mn>-0
cgatibl t^han responses^cro S_s schools, suggesting t.h,
socioeconomic influenc es upon attitude formation.
These ten conclusions strongly suggest adolescents were not
satisfied with the educational programs being offered them. Programs
offered were neither fulfilling expectations held nor meeting personal
needs. While these generalizations were documented for both schools,
students enrolled at Uptown High were more emphatic in their criticism
of schooling than their peers enrolled at Downtown High.
Implications for Research
Nearly four thousand adolescents enrolled in two high schools
situated in a large urban area provided the data base for this investi-
gation. Conclusions derived from analyses of the data are restricted
to these specific settings. Given the intensity of adolescent
responses reported, it is not unreasonable to believe similar feelings
exist elsewhere. To substantiate such a belief, additional disciplined
inquiry is in order.
The following recommendations for further research are set forth
to guide subsequent enterprise.
1 • More empirical evidence is needed to ascertain the effects
of schooling upon cognitive development, job preparation, and sociali-
zation to the adult role. Student data sources need to be included in
such studies. The review of literature summarized in Chapter II
illustrates the paucity of student input to research enterprise.
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cia1 nation to the adult role is an especially neglected
—
ea of researc h which demands more attention from researchers.
Socialization proved to be the most controversial area studied. The
area encompasses the social and emotional maturation of adolescents
and the reality of the adult world, both difficult topics to treat
empirically.
.Given the possible instability of student responses over
tjme, longitudinal studies--perhaps using the same instrument and stu-
dent population--a re called for
. Information gleaned over longer time
intervals would yield insight into the stability of student responses
and into subsequent effects of schooling. Little is known about rela-
tionships between schooling and student work, marriage, and continuing
education choices for example.
4. Additional perspectives of schooling are possible by
re-administering the same questionnaire, to teachers employed in the
two high schools
. Teachers' perceptions of purposes of schooling,
their contributions to these aspirations, and their attitudes toward
students, would prove most useful.
5
. Since homogeneous grouping proved to be the most discriminat-
ing of the variables studied, and since analyses of the variable
yielded profound information, further study of the practice is in order.
More insight into students' and teachers' perceptions of homogeneous
grouping practices are needed in order to understand consequences of
the widely-used administrative procedure.
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These recommendations suggest that more empirical inquiry, based
upon student input, ought to yield a clearer picture of the effects of
schooling. Of especial importance is the insight which might be
obtained about how clients-the students-perceive services provided
by educators.
Implications for Practice
Outcomes of this investigation relate specifically to the two
high schools studied. Conceivably, these outcomes might also apply to
similar school settings elsewhere. Eight recommendations are offered:
1 • Alternatives to classifying adolescents according to homo-
geneous groups need to be seriously examined
. Tracking seemed to set
the tone for many student responses reported, and the tone was not
particularly harmonious. Socioeconomic segregation appeared to impact
upon student perceptions quite emphatically. Therefore, students ought
to be placed in the least restrictive environment which would result in
the development of a new way of learning. As school and its courses
of study are presently designed and operationalized, students are
restricted. The "bright" or higher ability grouping students are
restricted from work and career-oriented courses, while the "slower"
ability grouping students are deprived of the opportunity to learn
critical thinking. The author believes it is the uncritical assessment
of schooling, due to the school's decision not to teach all students
this skill, that has created the opinion of schooling espoused by the
"slower" groupings. It is, therefore, recommended that all students
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be trained in critical thinking so that there is no longer the dis-
parity between higher and lower tracks as depicted in the data.
2
'
-
s
-
tudent choices of learn ing alternatives should hpr^o
—
e£ted practice . Academically-talented students should be able to
participate with vocationally-oriented students in trade/skills
related curriculum; while, vocationally-oriented students should be
able to take courses that would expose them to academic subjects which
would prepare them to go on to college. Over time, the need to be
viewed as a "college-bound" or a "trade-preparatory" student would be
eliminated and all students would share all learning experiences based
on individual choice of curriculum.
^ * l~he establishment and utilization of longitudinal student
1earni n
g_ profiles could facilitate meaningful counseling and guidance
and also could focus attention upon individuals' educational needs and
interests
. All students would benefit from the process of testing for
cognitive, affective, and emotional development similar to the format
prescribed by 766 legislation in the Commonwealth of Massachusetts.
Learning would then be designed on a truly individual scale based on
student needs and offers a viable alternative to tracking.
4. Schools should institute a series of job-related courses to
inform students about the types of jobs available in society. A
comprehensive sequential program would include supplying students with
information about the training/schooling necessary to attain the par-
ticular job, the expectations concerning job availability or necessity
in ten to twenty years, salary scales, and the temperament needed to
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hold each position. These courses should be designed to service the
total adolescent, not just a recounting of a job description.
5 * curncu lum should be site-based and work-related
. More
contact with the adult world outside the school should be initiated as
part of the course of study. Schools already offer "DE" and "COE"
courses which place their students out of the building for half the
course requirement. This type of program should be expanded to include
any student who chooses to work in some type of situation outside the
school. Students need and want jobs as was evidenced by the data.
Adolescents agreed with the reports issued in the 1970 's which stressed
the need for students to be out of the school building and in the adult
world involved in real job situations.
6 * There is a need for socialization/affective education in the
school
s
. Socialization/affective concerns should be considered as an
option for those students who desire instruction in humanistic and
developmental issues. The format for the delivery of these concerns
should be determined by community deliberations.
7
. Students should be involved in the curricular process in terms
of designing the overall school curricula and their own, individual
courses of study . Administrators and teachers should rethink their
present position on student involvement in the curricular process and
take into consideration student needs. Part of those needs is the
actual developmental process through which the adolescent is going.
It is during this period that it is important the adolescent be given
decision-making authority and responsibility for his/her actions.
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Further, adolescents have some idea about what concerns them, interests
them, is important to them, and therefore, should be able to contribute
to the achievement of these goals. By allowing student participation,
schools would be offering a forum for growth to occur in a constructive
sense. Additionally, by permitting students to participate in their
own program, they become more a part of the system. By being an equal
member of the school community, students would come to feel some sense
of ownership which leads to a commitment to the school, its program,
and eventually to success for themselves and the institution.
8 * Reassessment of the role of teacher in the classroom should
begin with teachers and administrators rethinking the cognitive thrust
emanating from teachers
. Teacher re-education to deal with the reality
and expectations of adolescents is necessary. A process should be
begun which would enable teachers to incorporate the humanistic empha-
sis in the classroom. The development of a relationship approach to
learning would then complement the present one which deals solely with
the transmission of knowledge.
Finally, perhaps the greatest contribution this study makes is to
inform educators and the community at large that adolescents can think,
have legitimate concerns, have the ability to recognize those needs,
and the desire to express those concerns. This study gave thousands of
adolescents, who represent millions of adolescents, the opportunity to
tell educators what is important to them and how the school could best
help them achieve their goals and satisfy their needs. It is the
author's hope that educators will hear these adolescents and begin to
dialogue with them as the first step to initiating change that would
benefit .them.
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STUDENT OPINION QUESTIONNAIRE
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FIGURE 2
Continue down 5 questions and across until
you answer Number 40. Then go on to the next part
which starts with Question 41. Continue until you
finish with Question 105 in Part III.
liu-n^J^h^clr96 nu^ber *£* lighter red blocks, numbered 1-5; these numbers correspond to the choices
ilo" tha^corresponds " to Ihe SlL?
ny*rh?,e J&Sff
fr°"' the <*st1 °n"»ire b* *" tbe
Please look at the example: EXAMPLE:
Next, look at the choices:
WHICH THINGS DO YOU LIKE TO DO:
1—
a. let oi the. time
2
-
-Aome. 06 tilt time
mM
3-
-not vt-W o frten
4-
-ne.vtn
Now look down to the first
part of the question.
You are asked how much you
like to watch television.
_
5-
-no dplnion
watch television
2 . go to the movies
Now look u£ to the choices
in lta.Ua (slanted print)
and select the one that
best applies to you.
Darken in the numbered block that corresponds to
4 J
)1 T
i i!
’*
%
*
?
n
’ 3
i: V
c
.
*• dai
read newspapers
5. hang around the local
3. nce
your answer. (Look at Figure 3.) Continue answer-
, , 4
FIGURE 3
ing the next question: How often do you like to go
to the movies? p* » 7 I 4 ,
m All of the questions found in this questionnaire are to be answered In §
nnue through the questionnaire, remembering to answer each question with your
Thanh you &ofi taktnq uouA time, la help uJ> &o that ijooa opinioni u be
lOUfjhrV,
tiis’tmfo’i
-
it p<
DO YOU THINK YOUR SCHOOL HAS HELPEV VOU IN EACH OF THE FOLLOWING AREAS:
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1—The school has given me a GREAT VEAL OF HELP.
2 The school has given me SOME HELP.
3—
The school has given me a SMALL AMOUNT OF HELP.
4—
The school has given me NO HELP AT ALL.
5 NO OPINION
,
not applicable.
1. Knowing about jobs and work after graduation.
2. Improving my self-confidence.
3. Improving my ability to get along with all kinds of people.
4. Becoming independent of my parents.
5. Preparing me for marriage and children.
6. Improving my sense of responsibility.
.7. Increasing my desire to learn.
8. Helping me to read better.
9. Learning to recognize the difference between right and wrong.
10. Getting along with my parents.
11. Developing my ability to follow through with a project, interest, or task.
12. Being able to judge for myself if I am doing a good job in anything I do.
13. Understanding academic subjects like science, math, English, and history.
14. Learning how to get along with the opposite sex.
15. Understanding skill subjects like typing, shops, auto mechanics, etc.
16. Learning how to get along in the adult world.
17. Helping me prepare to go on to higher education.
18. Learning the way it really is in the adult world.
Helping me know how to choose a job after I complete school.19.
In the question you just completed, you
the many areas listed; in this question
SCHOOL SHOULV HELP YOU IN THESE AREAS:
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marked whether your school helped you in
you are to mark whether YOU THINK YOUR
1 The school AkouZd give me a GREAT VEAL OF HELP.
2
—
The school should give me SOME HELP.
3—
The school should give me a SMALL AMOUNT OF HELP.
A—The school tkould give me NO HELP AT ALL.
5
—NO OPINION, not applicable.
20. Knowing about jobs and work after graduation.
21. Improving my self-confidence.
22. Improving my ability to get along with all kinds of people.
23. Becoming independent of my parents.
24. Preparing me for marriage and children.
25. Improving my sense of responsibility.
26. Increasing my desire to learn.
27. Helping me to read better.
28. Learning to recognize the difference between right and wrong.
29. Getting along with my parents.
30. Developing my ability to follow through with a project, interest, or task.
31. Being able to judge for myself if I am doing a good job in anything I do.
32. Understanding academic subjects like science, math, English, and history.
33. Learning how to get along with the opposite sex.
34. Understanding skill subjects like typing, shops, auto mechanics, etc.
35. Learning how to get along in the adult world.
36. Helping me to prepare to go on to higher education.
37. Learning the way it really is in the adult world.
38. Helping me know how to choose a job after I complete school.
Ihow M.WSS SE„L°“ things that might happen 338IN YOUR SCHOOL.
NG ONE OFTHT"
1
-
-STRONGLY AGREE
2-
-AGREE
3-
-VJSAGREE
4
-STRONGLY VISAGREE
5-
1 VON'T KNOW
39. This school lets students work by themselves if they want to.
If you don t want to go to college, this school doesn't think you areimportant. J
41. Most courses offer useful knowledge or develop useful skills.
42. Students can choose whatever courses they want to take.
43. I wouldn't go to school if I didn't have to.
44. I would rather have a job than go to school.
45. This school offers a wide range and variety of courses.
46. What I want to do in the outside world has nothing to do with what I am
being taught in school.
47. This school is like what I expected high school to be.
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^SHK^~"-*ssa3£ss.,8 sp
J--MOST OF MV TEACHERS (between 75%-100%)
2-
-MAWy OF My TEACHERS (between 50%-74%)
3-
-S0ME OF My TEACHERS (between 25%-49%)
4-
-FEW OF My TEACHERS (between 0%-24%)
48. Teachers
49. Teachers
class.
50. Teachers
51. Teachers
52. Teachers
53. Teachers
54. Teachers
55. Teachers
56. Teachers
57. Teachers
58. Teachers
59. Teachers
60. Teachers
61. Teachers
62. Teachers
63. Teachers
64. Teachers
65. Teachers
66. Teachers
67. Teachers
68. Teachers
69. Teachers
organize their courses clearly.
try to be sure that students understand the work that is done in
get upset if I don't pay attention in class.
like you if you do what they tell you.
are pleasant and cheerful.
go too fast for me to learn things.
give reasons why we study each of our subjects.
ask unimportant things on their tests.
think students are important people.
care about me and my problems.
know a lot about the subjects they teach.
encourage class participation and discussion.
ask us what we want to learn.
place too much importance on tests.
like the brightest students best.
enjoy teaching students.
give me too much work to do.
are fair in giving grades.
don't really listen when students ask questions.
are clear about what they expect in assignments and tests.
try to make their classes entertaining.
think it is important to be friendly with students.
HOW important is it to you to do the following things in your life?
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1-
-mort important to my Ufa.
2-
-{>airty important to my Ufa.
3-
-not oojiy important to my Ufa.
4-
lzaAt
-important to my Ufa.
70. Make a lot of money.
71. Find personal happiness.
72. Help or serve others.
73. Continue to learn on my own.
74. Have a happy family life.
75. Live my life my own way.
76. Change the world for the better.
77. Be famous.
78. Make lifelong friendships.
79. Understand other people.
80. Stand up for my own rights.
81. Work at a job which I like.
82. Do what is expected of me by society.
83. Try to be what my parents expect of me.
84. Be respected by my friends and associates.
85. Have someone to love.
86. Have a job that makes me important and powerful
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HAS
G
QN
E
tiOa/V(!uiR SofLQ^ FLUENCE D° Y°U THINK FACH 0F THE ALLOWING GROUPS
1
-
-a lot 06 ln&Zii2.nc<L.
2-
-4ome. 'LnAlu.e.nce..
3-
-6matl amount
ofi ln^luzncz.
4-
-no_ tnfiluznce. out all
.
5-
-1 don't knou).
87. Teachers
88. Students
89. Principal
90. Superintendent of Schools
91
. School Board
92. Graduates and alumni
93. The Community
94. Parents
INFORMATION ABOUT YOU: 342
1-
-less than 15 days during a school year.
2-
-between 16 and 25 days during a school year.
3-
-between 26 and 35 days during a school year.
4-
-between 36 and 50 days during a school year.
5-
-over 50 days during a school year.
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1-
-very good
2-
-good
3-
-fair
4-
-barely passing
5-
-failing
102. So far this year, the number of pink slips I have received is:
1-
-none
2-
-one - five (1-5)
3-
-six - ten (6-10)
4-
-eleven - twenty (11-20)
5-
-over 20
103. Based on the courses you have chosen to take in school, what do you consider
to be your main area of study? Please choose the one which is closest to
your course of study:
1-
-academic (college prep)
2-
-business ed. (commercial)
3-
-trade/shops/home economics
4-
-art
5-
-general
Answer either Question 104 or 105, which deal with vo
plans MEDIATELY AFTER you graduate from high school
y ur full-time (not part-time)
i crhnnl
I(( you plan to continue. youa zduzatton ai>
gnaduatz, answer tlvci question:
a fiull-tunz Atudznt a^tza you
104. °F Y°UR PLANS F0R Y0UR FUTURE SCHOOLING, WHAT DO YOU THINK YOUWILL UU
•
1—
-Go to a junior or community college.
2—
Go to a vocational/technical/trade school.
3—
Go to a four-year college.
4 Go to a school that specializes in one field (Examples: nursing
and related medical jobs; photography; acting.)
5--Undecided as to type of school.
Ij$ you plan to uioAk ^utl-timz afitZA you gAuduatz fiAom high, school, anAivzA
thU question.
105. IN TERMS OF YOUR PLANS FOR WORK, WHAT DO YOU THINK YOU WILL DO?
1-
-Find a full-time job.
2-
-Enter the armed services.
3
-Become an apprentice and train with a skilled laborer.
APPENDIX B
FIELD TEST — FORM I
FIELD TEST — FORM II
Dear Students:
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ti0
?
na
i
re haS be
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n desi 9 ned for you. We know that you receive a loto tests in school; however, this is not a test. This is a survev for vnu thp
1
anH
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hnw
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’ t0
f
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U
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W
J
dt y° U think about the many thin 9 s that go on In your schoold o you feel about your high school experiences.
y
Remember, this is not a test so there are
si.ply looking for yV^ "^ youn "hoolThat 15 we j°n't want your name
. We are interested in student opinions as a
2fQ-4P nQt as individuals. All of the information you give us will be held in
confidence. No one at your school will see how you fill out this questionnaire.
Now to the survey form, itself ... .Please answer directly on these papers. On
each page you will find a question in capital letters followed by a list of choices
to be used for answering each part of the question. The choices are in ttaUu ok6lante.d pKA.nt. Each choi ce has a number. In front of each part of the question is
a Vine on which you are to put the number that corresponds to the choice you have made
Look, at the example
. The question is:
NOTE WHICH THINGS YOU LIKE TO DO
Next look at the choices
Now look down to the first part of the
question. You are asked to note how
much television you like to watch.
Now look u£ to the choices and select
the one that best applies to you.
EXAMPLE
A. NOTE WHICH THINGS YOU LIKE TO DO:
C 1 - a lot ofi the. time.
\ 2 - tome ofi the. time.
V 3 - not veAy o&te.n
/ 4 - neveK
\ 5 - no opinion
1. watch television
2. go to the movies
3. dance
4. read newspapers
Please do not leave any questions unanswered. Most questions will give you the
choice of answering: I don't knou); I'm not 6uKe.; ok No opinion. Please use this as
your answer if you feel that none of the other choices answers the question or if you
don't understand a question.
The final section of the survey asks for some information about you. Thank
you for giving it to us. It will help us in analyzing the results.
This questionnaire will take this one period to complete. Please respond
quickly--marking your first thoughts for we want to know how you see things, not
your friends or teachers.
Thank you for helping us.
DO YOU THINK YOUR SCHOOL HAS HELPED VOU IN EACH OF THE FOLLOWING AREAS:
1 - The school has given me a GREAT VEAL OF HELP
.
2 - The school has given me SOME HELP.
3 - The school has given me a SMALL AMOUNT OF HELP.
A - The school has given me NO HELP AT ALL.
5 - NO OPINION, not applicable.
1. Knowing about jobs and work after graduation.
2. Becoming politically aware.
3. Improving my self-confidence.
4. Improving my ability to get along with other people.
5. Helping me appreciate art, music, and other artistic work.
6. Becoming independent of my parents.
7. Preparing me for marriage and children.
8. Improving my sense of responsibility.
9. Increasing my desire to learn.
10. Understanding people who differ from me.
11. Learning to recognize the difference between right and wrong.
12. Getting along with my parents.
13. Developing my ability to follow through with a project, interest, or task.
14. Being able to judge for myself if I am doing a good job in anything I do.
15. Understanding science, math, English, and history.
16. Learning how to get along with the opposite sex.
17. Understanding skills like typing, wood shop, auto mechanics, etc.
18. Learning how to get along in my own community.
19. Learning how to get along in the outside world at large.
20. Helping me prepare to go on to higher education.
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DO YOU THINK IT IS IMPORTANT FOR YOUR SCHOOL TO HELP IN THESE AREAS?
1 - It is l/ERV IMPORTANT.
2 - It is IMPORTANT.
3 - It is UNIMPORTANT.
4 - It is UERy UNIMPORTANT.
5-
1 don’t care.
6-
1 don’t know.
1. Knowing about jobs and work after graduation.
2. Becoming politically aware.
3. Improving my self-confidence.
4. Improving my ability to get along with other people.
5. Helping me appreciate art, music, and other artistic work.
6. Becoming independent of my parents.
7. Preparing me for marriage and children.
8. Improving my sense of responsibility.
9. Increasing my desire to learn.
10. Understanding people who differ from me.
11. Learning to recognize the difference between right and wrong.
12. Getting along with my parents.
13. Developing my ability to follow through with a project, interest, or task.
14. Being able to judge for myself if I am doing a good job in anything I do.
15. Understanding science, math, English, and history.
16. Learning how to get along with the opposite sex.
17. Understanding skills like typing, wood shop, auto mechanics, etc.
18. Learning how to get along in n\y own community.
19. Learning how to get along in the outside world at large.
20. Helping me to prepare to go on to higher education.
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C. HERE ARE SOME QUESTIONS ABOUT TEACHERS
. THINK ABOUT ALL OF THE TEACHERS YOU
HAVE HAD SINCE YOU STARTED HIGH SCHOOL AND CHOOSE AN ANSWER WHICH TELLS HOW
MANY OF THE TEACHERS ARE DOING THESE THINGS.
1 - MOST OF MV TEACHERS (between 75% - 100%)
2 - MANy OF My TEACHERS (between 50% - 74%)
3 - SOME OF My TEACHERS (between 25% - 49%)
4 - FEW OF My TEACHERS (between 0% - 24%)
1 .
2 .
3 .
10 .
11 .
Teachers encourage class participation and discussion.
Teachers let me participate in deciding what I want to learn.
Teachers place too much importance on tests.
Teachers like the brightest students best.
Teachers enjoy teaching students.
Teachers give me too much work to do.
Teachers are fair in giving grades.
Teachers don't really listen when students ask questions.
Teachers are clear about what they expect in assignments and tests.
Teachers try to make their classes entertaining.
Teachers think it is important to be friendly with students.
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0. HOW DO YOU FEEL ABOUT THE WAY THE SCHOOL ENFORCES ITS SCHOOL RULES IN THF
FOLLOWING AREAS?
“
1 - It is MUCH TOO STRICT
2 - It is SOMEWHAT STRICT
3 - It is ABOUT RIGHT
4 - It is MOT STRICT ENOUGH
1 .
2 .
3.
4.
5.
6 .
7.
8 .
9.
10 .
11 .
Hair and dress regulations
Discipline in the classroom
Discipline outside the classroom
Truancy
Lateness
Cheating
Control of student publications
Use of drugs
Use of alcohol
Freedom for students to organize meetings and assemblies
Freedom for students to distribute printed materials at school
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E. PLEASE MARK WHETHER YOU AGREE o* DISAGREE WITH EACH STATEMENT ABOUT YOUR SCHOOL.
1 - STRONGLV AGREE
2 - AGREE
3 - DISAGREE
4 - STRONGLY DISAGREE
5 - I POW'T KNOW
1 • Students can choose whatever courses they want to take.
2. I do schoolwork to make my teachers happy.
3. This school is too noisy.
4
- If a student is accused of something by the school, he or she has a chance
to tell his or her side of the story.
5. I do schoolwork to be liked by other students.
6. Students are treated fairly by the school.
7. I wouldn't go to school if I didn't have to.
8. I do schoolwork to keep my teachers from getting mad. a/"**©.
9. Students have to do the same work in class at the same time and in the
same way.
10. I would rather have a job than go to school.
11. This school offers a wide range and variety of courses.
12. Students on varsity teams get treated better by teachers than do other students.
13. I do schoolwork to learn interesting things.
14. What I want to do in the outside world has nothing to do with what I am
being taught in school.
15. I do schoolwork because I enjoy it.
16. This school is like what I expected high school to be.
INFORMATION ABOUT YOU REMEMBER, NO NAMES, PLEASE
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FOR THE FOLLOWING QUESTIONS, CIRCLE THE INFORMATION THAT APPLIES TO WO.
1 . What is your present grade? 10 11 12
2. How old are you? 14 15 16 17
3. What is your sex? Male Female
4. I consider myself to be: White Black Spanish
18 over 18
F0R
THAT APPLlE™TO
G
yOU
PS 0f ^UESTJOhlS ' SIMPLy PLACE A CHECK OR "X" BEFORE THE CHOICE
5. I am usually absent from school:
less than 15 days during a school year
between 16 and 25 days during a school year
between 26 and 35 days during a school year
between 36 and 50 days during a school year
over 50 days during a school year
6 . Based on my last report card, if I combined all my grades, I would consider the
average to be:
very good
good
fair
barely passing
failing
7. What do you consider your major field of study to be?
academic (college prep)
business ed. (commercial)
industrial arts
general
career preparation
home economics
art
(Other, please list)
8 . So far this year, I have received ( number) pink slips
none 11-20
1-5 over 21
6-10
Other
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9. The highest grade my mother comDletpd
at school was:
elementary school
junior high school
—
-
attended, but did not complete
high school
high school graduate
_
post high school (ex.: technical
school, business or junior
college)
attended college
college graduate
graduate or professional degree
beyond four-year college
I don ' t know
The highest grade my father completed at
school was:
elementary school
junior high school
attended, but did not complete high
school
high school graduate
post high school (ex.: technical school,
business or junior college)
attended college
college graduate
graduate or professional degree beyond
four-year college
I don't know
10 ' IF Y
°WOULD
L
YOU
T
LIKE TOttend?
F school for your high school education, what
a large comprehensive high school (over 1500 students)
a small public high school (no more than 500 students)
a public school with no more than 150 students
a parochial school
a private school
a boarding school
a technical or vocational school
a Parkway-type school (a school without walls)
Other (Please list)
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11. What do you plan to do IMMEPIATELV after you graduate from high school?
Answer ALL that apply to you.
1. Do not plan to graduate; plan to drop out of school.
2. Find a full-time job.
3* Enter the armed services.
A. Get married.
5. Be a full time homemaker.
6. Go to a four-year college.
7. Work and go to school part-time.
8* Go to a vocational/technical/trade school.
9. Go to a business school.
10. Go to a junior college.
11. Become an apprentice and train with a skilled laborer.
12. I don't know.
13. other (PZzcu>z Lu>t youJi plan*)
12. What type of work would you like to do when you finish your schooling?
13.
If you could choose one subject to be added to the school curriculum, what would
you choose that you feel would be of most help to you for your future?
14
.
What is your favorite activity, interest, event at school?
a*************************************************************************************
**
Did you consider this questionnaire to be: (PZzaiZ CAJictz dtt tho6Z that OJppZy.)
ZntzAzA&ing bosUng o^znAivz a waitz c timz znjoyablz kzlpint to you.
Did you answer the questionnaire honestly?
THANK VOU FOR TAKING YOUR TINE TO HELP US.
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Dear Students:
This questionnaire has been designed for you. We
of tests in school; however, this is not a test. This
students, to tell us what you think about the many
and how you feel about your high school
know
is a
things that
experiences
.
that you receive a lot
survey for you, the
go on In your school
.
Remember, this is not a test so there are no riqht or wrong answers. We are
simply looking for your opinio n s about many issues that you deal with in your school
Ihat is why we don t want your name . We are interested in student opinions as a
g.r.° u P n°t as individuals. All of the information you give us will be held in
confidence. No one at your school will see how you fill out this questionnaire.
Now to the survey form, itself ... .Please answer directly on these papers. On
each page you will find a question in capital letters followed by a list of choices
to be used for answering each part of the question. The choices are in on
6ta.nted pnint. Each choice has a number. In front of each part of the question is
a l ine on which you are to put the number that corresponds to the choice you have made.
Look at the example The question is:
NOTE WHICH THINGS YOU LIKE TO DO
Next look at the choices
Now look down to the first part of the
question. You are asked to note how
much television you like to watch.
Now look u£ to the choices and select
the one that best applies to you.
EXAMPLE
A. NOTE WHICH THINGS YOU LIKE TO DO:
f 1 - a lot oh the time
\ 2 - 6om oh the time.
\ 3 - not ven.y ohten
/ 4 - nave.
A
y 5 - no opinion
1. watch television
2. go to the movies
3. dance
4. read newspapers
Please do not leave any questions unanswered. Most questions will give you the
choice of answering: I don't know; I'm not Mine; on No opinion. Please use this as
your answer if you feel that none of the other choices answers the question or if you
don't understand a question.
The final section of the survey asks for some information about you. Thank
you for giving it to us. It will help us in analyzing the results.
This questionnaire will take this one period to complete. Please respond
qui ckly--marking your first thoughts for we want to know how you see things, not
your friends or teachers.
Thank you for helping us.
A. IN GENERAL, HOW MUCH SAV OR INFLUENCE DO YOU THINK EACH OF THE FOLLOWING GROUPS
HAS ON HOW VOUV SCHOOL JS_RUN?
1 A to t «> I lull urn o'
2 - Some, influence
3 - Small amount of influence
4 - No influence at all
5-1 don ' t know
1 . Teachers
2 . Students
3. Principal
4. Superintendent of Schools
5. School Board
1 6. Graduates and alumni
7. The community
8. Parents
B. HOW MUCH SAY OR INFLUENCE DO YOU THINK EACH GROUP SHOULV HAVE on HOW VOUR SCHOOL
IS RUN ?
7 - A tot of influence
2 - Some influence
3 - Small amount of influence
4 - No influence at all
5-1 don ’ t know
1 . Teachers
2. Students
3. Principal
4. Superintendent of Schools
5. School Board
6. Graduates and alumni
7. The community
8 . Parents
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C. HERE ARE SOME QUESTIONS ABOUT TEACHERS
. THINK ABOUT ALL OF THE TEACHERS YOU
HAVE HAD SINCE YOU STARTED HIGH SCHOOL AND CHOOSE AN ANSWER WHICH TELLS HOW
MANY OF THE TEACHERS ARE DOING THESE THINGS.
1 - MOST OF MV TEACHERS
2 - MANV OF MV TEACHERS
3 - SOME OF MV TEACHERS
4 - FEW OF MV TEACHERS
(between 75% - 100%)
(between 50% - 74%)
(between 25% - 49%)
(between 0% - 24%)
1. Teachers organize their courses clearly.
2. Teachers try to be sure that students understand the work that is done in class.
3. Teachers get upset if I don’t pay attention in class.
5. Teachers are pleasant and cheerful.
6. Teachers go too fast for me to learn things.
7. Teachers give reasons why we study each of our subjects.
8. Teachers are sarcastic.
9. Teachers ask unimportant things on their tests.
10.
Teachers think students are important people.
l
D. HOW DO YOU FEEL ABOUT THE WAY THE SCHOOL ENFORCES ITS SCHOOl SWF* , N tuc®
FOLLOWING AREAS?
1 - It is MUCH TOO STRICT
2 - It is SOMEWHAT STRICT
3 - It is ABOUT RIGHT
4 - It is WOT STRICT ENOUGH
1. Smoking n
2. Fighting
3. Cutting classes
4. Stealing
5. Freedom to leave school during free periods or lunch periods
6. Permission to go to the counselor's office
7. Required attendance at classes
8. Permission and pass to go to the bathrooms
Permission to go to the infirmary
10. Permission to leave school for the day
E. WHETHER OR NOT YOUR SCHOOL NOW DEALS WITH THESE ISSUES, WOULD YOU LIKE YOUR
SCHOOL TO OFFER COURSES, INFORMATION, OR COUNSELING IN THE FOLLOWING AREAS?
1 the school should provide courses, information, or counseling
in these areas for students who want it.
2 -NO, the school should not provide courses, information, or counseling
in these areas.
3 - I AM NOT SURE.
1. Relations between the sexes
2. Drugs
3. Alcohol
4. The difference between right and wrong in everyday life
5. Street 1 aw/ civil rights of students
6. Choosing a job
7. Understanding myself
8. The way it really is in the adult world
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F. PLEASE MARK WHETHER YOU AGREE ox. DISAGREE WITH EACH STATEMENT ABOUT YOUR SCHOOL.
7 - STRONGLY AGREE
2 - AGREE
3 - DISAGREE
4 - STRONGLY DISAGREE
5 - I DON’T KNOW
1. This school lets students work by themselves if they want to.
2. Students have assigned seats in most classes.
3. If you don't want to go to college, this school doesn't think you are
important.
4* Marks don't show how good your schoolwork really is.
5. Most classes are overcrowded.
6. What I want to do in the outside world has nothing to do with what I am
being taught in school
.
7. Students have a voice in deciding what courses should be taught.
8. There is very little laughing or joking permitted in most classes.
9. I would rather have a job than go to school.
10. I daydream a lot during classes.
11. Marks don't tell much about what people really know.
12. Most courses offer useful knowledge or develop useful skills.
13. I wouldn't go to school if I didn't have to.
14. I like my teachers to tell me exactly what to do in class.
15. I learn things from classes that take place outside of our school building.
16. Students have to do the same work in class at the same time and in the
same way.
G. HOW IMPORTANT IS IT TO YOU TO DO THE FOLLOWING
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THINGS IN YOUR LIFE?
1 ~ EXTREMELY IMPORTANT zo my life
2 - SOMEWHAT IMPORTANT to my life
3 - UNIMPORTANT to my life
4 - EXTREMELY UNIMPORTANT to my life
1. Make a lot of money.
2. Find personal happiness.
3. Help or serve others.
4. Be an active citizen.
5. Have a happy family life.
6. Live my life my own way.
7. Change the world for the better.
8. Be famous.
9. Participate in the world of creative arts--art, theater, music, etc.
10. Make lifelong friendships.
11. Understand other people.
12. Stand up for my own rights.
13. Work at a job which I like.
14. Do what is expected of me by society.
15. Own my own home.
16. Try to be what my parents expect of me.
17. Be respected by my friends and associates.
18. Have someone to love.
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INFORMATION ABOUT YOU REMEMBER, NO NAMES, PLEASE
FOR THE FOLLOWING QUESTIONS, CIRCLE THE INFORMATION THAT APPLIES TO YOU.
1. What is your present grade?
2. How old are you?
3. What is your sex?
4. I consider myself to be:
FOR THE FOLLOWING GROUPS OF QUESTIONS, SIMPLY PLACE A CHECK OR "X" BEFORE THE CHOICE
THAT APPLIES TO YOU.
5. I am usually absent from school:
10 11
14 15 16
Male Female
White Black
12
17 18 over 18
Spanish-American
less than 15 days during a school year
between 16 and 25 days during a school year
between 26 and 35 days during a school year
between 36 and 50 days during a school year
over 50 days during a school year
6.
Based on my last report card, if I combined all my grades, I would consider the
average to be:
very good barely passing
good failing
fair
7.
What do you consider your major field of study to be?
academic (college prep)
business ed. (commercial)
industrial arts
general
career preparation
home economics
art
(Other, please list)
8
.
So far this year, I have received [wmb&i) pink slips
none 11-20
1-5 over 21
6-10
Other
9. The highest grade my mother completed
at school was:
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The highest grade
school was:
my father completed at
elementary school
junior high school
attended, but did not complete
high school
high school graduate
post high school (ex.: technical
school, business or junior
college)
elementary school
junior high school
attended, but did not complete high
school
high school graduate
post high school (ex.: technical school,
business or junior college)
attended college
college graduate
graduate or professional degree
beyond four-year college
I don ' t know
attended college
college graduate
„
graduate or professional degree beyond
four-year college
I don' t know
10 . IF YOU COULD ATTEND ANY TYPE OF
WOULD YOU LIKE TO ATTEND?
SCHOOL FOR YOUR HIGH SCHOOL EDUCATION, WHAT
a large comprehensive high school (over 1500 students)
a small public high school (no more than 500 students)
a public school with no more than 150 students
a parochial school
a private school
a boarding school
a technical or vocational school
a Parkway-type school (a school without walls)
Other (Please list)
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11.
What do you plan to do IMMEDIATELY after you graduate from high school?
Answer ALL that apply to you.
1. Do not plan to graduate; plan to drop out of school,
_
2. Find a full-time job.
3. Enter the armed services.
4. Get married.
5. Be a full time homemaker.
6. Go to a four-year college.
7. Work and go to school part-time.
8. Go to a vocational/ technical/ trade school.
9. Go to a business school.
10. Go to a junior college.
_____
11. Become an apprentice and train with a skilled laborer.
12. I don't know.
13. Other (Plea6& tut youA plan*
)
12.
What type of work would you like to do when you finish your schooling?
13.
If you could choose one subject to be added to the school curriculum, what would
you choose that you feel would be of most help to you for your future?
14.
What is your favorite activity, interest, event at school?
*****************************************************************************************
Did you consider this questionnaire to be: [PlzcUe. CAAcle. all tkot>e.
tkat apply.)
InteAeAtlng bosu.ng ofifi endive. a toaAte. o £ lime.
Did you answer the questionnaire honestly? YES
unjoyable. kelp&ul to you
NO
THANK yOU FOR TAKING YOUR TIME TO HELP US.
APPENDIX C
INSTRUCTIONS AND COMMENTARY FOR ADMINISTERING
STUDENT OPINION QUESTIONNAIRE
INSTRUCTIONS AND COMMENTARY FOR ADMIN L STERINC
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STUDENT OPINION QUESTIONNAIRE
General Comments
. .. to my colleagues....
Tkete note.* ane relative to
to create a non- compettttve
claAAnoom atmoAphene
. . .in an attempt
non-fiea/ifiut atmoAphen.e
. . . .
Please, during all discussions with your students, when
giving instructions, use the words Q^uza tionnaine on. Sunveif - -
not Jett. By using the word test, students will believe there
are light and. Wtionq answers, thereby creating an invalid climate.
This questionnaire is designed to seek student opinions on ly ;
there is no testing involved.
Also, stress that this is not a requirement or test for your
class and the results will in no way influence their grades. I
would, additionally, appreciate your emphasizing the fact that
you will not see how they respond to the various questions, and
in fact, that out of state people will be handling their answer
sheets. Tell the class that you have selected a student to give
out and collect the materials and seal their answer sheets in an
envelope so you will not see them. This should offer some type
of reassurance that no sanctions will be placed upon them by their
school as a result of their responses. Please reinforce the desire
for honesty when answering the questions and the fact that we really
do care about their opinions. Schools are designed for them so it
is important that we know how they feel about their school experiences.
When going over the directions, remind your students to think of
their ktgk Ackool expenienoz
,
not JUAt thtA zlaAA
,
when answering
the questions. The purpose of this survey is to get at student
attitudes about their ktgk Ackoot zxpzsitzncz
,
not their feelings
about their English class.
After you read the directions and the students begin the
questionnaire, you do not have to answer any student's questions,
although we would appreciate your helping those students who have
concerns. Please remind the classes, twice
,
during the period,
to check to see that they have the right questions with the right
answers on the answer sheet. For, if they skip a number or place
a response in the wrong number, all the responses following would
be incorrect, thereby invalidating their true answers.
The students should be able to complete the 105 item s in the
questionnaire in one period. However, since the pZAAonat data
AZZtton is NECESSARY for accurate and meaningful cross tabulations
of the responses, about 7-8 minutes before the end of the period,
ask the students to turn to Question #95 and proceed to the end of
the questionnaire. Remind them to respond to N umber 95 on the
answer sheet to the end (#105). After completing this personal
data section, if there is still time, they should return to the
question where they left off. Completing this final section is
really VERY IMPORTANT .
You have been given
_3_5 questionnaires to be used by each of
your classes. Separate answer sheets have been placed in a marked
envelope for each class. At the end of each period, on ly the
answer sheets are to be sealed in the envelopes. The questionnaires
are to be used in every class. Please be certain to use the
answer sheets that have been designated for each class and that
they are sealed (at the end of each period) in the same envelope.
Please do not mix the various classes together. Keep the unused
answer sheets in a separate pile and return them with the question-
naires at the end of the day.
How free the students feel to honestly answer the question-
naire real ly will depend on you.. .so thank you very much for
taking this seriously and helping so graciously.
I will be in the English Office all day. You may drop the
envelopes off at the end of the day or I will be around to classes
throughout the day to collect them.
Thank you for your kind cooperations and help.
P
. S . Please try to read over the questionnaire before adminis-
tering it, so you will know its general content.
HOW TO ADMINISTER THE SURVEY 367
1. Begin by asking the students if they have a pencil with nn
eraser. Tell them they cannot use a pen to mark their answers
Please give a pencil to any student who doesn’t have one with
him/her.
. Read the attached sheet which begins "Dear Students". (Please
s orten this for the sake of time, if necessary, and simply presentthe main intents— con^den^a(^i/, anonymity, tho importance 0/thor.r op^cn-cons
,
not those 0
fa their fariends ok t2.acho.K6.)
Please remember that you. will bo giving tho classes a gonoKalintroduction to thi6 q uo 6 tionnaiKo
,
in addition to thi6 mossaaoba6od on tho gonoKal noto6 to you.
3. Select a student or two (to save time) to open the envelope
and give out the answer sheets and questionnaires. (In fact, to
save more time, you could read the "Dear Student" letter while
materials are being distributed unless this may cause more confusion.)
Tho pK06 entatton pKoco66 is Koally up to you. Tho impoKtant th-cng
i 6 to bo clcaK and conci6 o 6 0 tho kid6 faool comfaoKtablo in answering
tho quo 6 tionnaiKC.
A. Read the directions with the students. The directions are
printed on the red cover of the questionnaire. Carefully go over
the design of the answer sheet (as you read the directions). Do
the example with the students and have them darken in the answers
on the sample questions. Do as many as necessary until the class
understands the procedure.
5. In general, remind them that:
a. they should tKy not to make any stray marks on tho ans wok
6 hoots
;
b. they should not respond on tho questionnaire;
c. all questions have only one answer;
d. they are to erase a response clearly when changing their
answer ;
e. they should lino up tho numbers ofa the questions in the
survey and answer sheets, carefaully, so that they place
the right answer with the right question.
6. At the conclusion of the period, have the questionnaires and
answer sheets collected by the same student(s) who gave them out.
Have the student remove the 3 x 5 card from the front of the
envelope which identified the class, and seal only the answers
sheets in the envelope. The questionnaires will be used by all
of your classes.
APPENDIX D
STUDENT LETTER EXPLAINING INTENT OF QUESTIONNAIRE
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Dear Students:
This questionnaire has been designed for you. We know that you
get a lot of tests in school; however, this is not a test. This is a
survey for you, the students, to tell us what you thinFTbout the many
things that go in your school and how you feel about your hi qh school
experiences.
Since it is not possible for us to give you this questionnaire,
in person, we have asked your English teachers to go over the direc-
tions with you
. One of your classmates will give out and collect the
questionnaires and answer sheets and seal them in an envelope so no
one at your school will see how you answered the questions. We pro-
mise that no one at your school will see how you fill out this ques-
tionnaire. All information will be held in confidence
.
We do not want your names
; your responses will be anonymous. We
are interested* in student opinions as a group; not as individuals.
Because this questionnaire is asking for your opinions about many
issues that you deal with in your school, all of your answers must be
right
.
Remember, that when answering the questions, you are to think
about al 1 of your experiences, all of your classes since you have been
i n high school
.
Please respond quickly to each item--marking your first thoughts.
We want to know how you see things, not how your friends or teachers
see them. This questionnaire will take one period to complete.
APPENDIX E
UPTOWN: ADJUSTED FREQUENCIES OF STUDENT ASPIRATIONS DATA
UPTOWN:
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APPENDIX F
DOWNTOWN: ADJUSTED FREQUENCIES OF STUDENT ASPIRATIONS DATA
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APPENDIX G
"MOST IMPORTANT" STUDENT ASPIRATIONS RELATED TO GRADE
MOST
IMPORTANT"
STUDENT
ASPIRATIONS-
RELATED
TO
GRADE
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APPENDIX I
"MOST IMPORTANT" STUDENT ASPIRATIONS RELATED TO RACE
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APPENDIX J
UPTOWN: "MOST IMPORTANT" STUDENT ASPIRATIONS RELATED
TO HOMOGENEOUS GROUPING
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Have
a
job
that
makes
me
important
and
powerful

